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(vi) 
'lb evaluate what is actually happening within a High School subject =iculurn, the 
annual parade of marks, percentages and symbol distributions is not by itself 
adequate, especially in assessing progress towards such English syllabus goals as: 
That pupils expand their experience of life, gain empathetic understanding of 
people and develop rroral awareness. (3.1. 4 HG) 
How too, from examination results alone, can a subject head of English assess the 
success of his objective "to WCX) pupils into the reading habit"? (School 1: Goal s 
1988) 
Decisions on English depa.rtrrent policy and prcx::edures are frequently based on per-
sonal hunches and examination results. Few subject dep~tments engage in proper 
evaluations of their curricula to support decisions made I or to inpart rre.aning upon 
the countless daily tr&,sactions between child and adult, individual and institution 
in the learning process . 
This study derronstrates the efficacy of ' illuminative evaluation' techniques in open-
ing out an educational innovation (1986 First Language English syllabi of the Cape 
Education Departnent) at tv.o High Schools for comrrent and appraisal . The array of 
information gathered should be useful in planning and :iJtplemo..nting further =ricula 
initiatives. 
The inherent flexibility of illuminative evaluation procedures and their freedan from 
large-scale data base requirements needed for 'scientific I m:x:1els of evaluation are 
advantageous in investigating the untidy compl exities of English teaching. 
futh 'closed' and 'open' response questionnaires, interviews, and perusal of relevant 
<bcurrents informed t.'I1e researcher of the views of pupils, parents, English teachers , 
other subject heads, the t'-<l school principals and the education authorities on what 
.laS and ought to be h"!,,pening in English classes. 
From the considerable array of information generated, the distress of conscientious 
English teachers facing unreasonable work-loads errerged clearly. SUch teachers are 
l i kely to occupy key roles in the non-racial state schools of the future and cannot 
be regarded as expo...ndable. 
(vii) 
'Open schools' present new challenges to existing curricula and the position of 
English may prove to be critical. '!hus it is suJ:rnitted that English subject heads 
should be concerned with evaluating their clepartrrents so that infOIllEd decisions can 
be taken on future directions. Illuminative evaluation is demonstrably useful in 
such analyses. 
1. 
C!!APlER ONE 
= AN ElGLISH DEPJ\R'lMEm' 
1.1 M'J'ITVATION 
IIIf ~ do not know where we are, ~ cannot plan where to go". 
for the preamble to QcIestionnaire 2 (Appendix 8.3.3, P .156) , 
the English teachers in the survey. 
This slogan was coined 
which was fOIWarded to 
It is submitted that end-of-year examination results cannot alone tell English 
teachers 'where they are I; that pupils I results are inadequate in evaluating the com-
plexities of English teaching within what Parlett and Hamilton (1972) have termed the 
"learning milieu 11 • 
It is ftlJ.-tiler submitted that the i.rrpa...xfect information apparent from examination sym-
bol distributions is often used to justify hunches, hopes, current fads, pet irrita-
tions and individual crusades upon which programnes for the following year in English 
are all too often based. Few subject departrrents engage in anything but the rrost su-
perficial research in evaluating their prograrmes from year to year, which leads in 
ttL'" t o a parade of circular argurrents and little (if any) innovation. 
That examination results are part of the total picture is beyond dispute, but, upon 
the canvas of English t eaching, t hey are no rn::Jre ~"'an individual brush strokes. '!he 
motivation of this survey is to illustrate t he e fficacy o f a research mechanism 
('illuminative evaluation') in discovering: 
1. factors influencing an English prograrrme; 
2. the nature of the learning taking place; 
3. the attitudes of the teachers presenting the programne; 
4. the attitudes of the executive s t aff at the school, other teachers 
not involved in the English department, and parents towards the 
English programme presented. 
The aim is to generate information useful in planning t he future development of the 
English progranune. Thus, ultimately, the evaluation aims to be diagnostic, 
I illuminating I matters of interest for the architects of the English curriculum at 
the school. 
2. 
Further, it is felt that programme planners need to be able to test what i s actually 
happening against the Goals of the syllabi and the local objectives that they have 
set for their English Departments. 
It nust be stressed that it is the "efficacy of a research mechanism" that is being 
illustrated in this survey. Though few subject heads would have the tirre or the 
resources to undertake a survey of this size and scope, the approach can be used on 
smaller sarrples and within narro.-er pararreters to generate useful infonnation. 'Ihis 
was shown clearly during the 'pilot study' run at School 1 in 1986. 
Furthermore, the potential of this approach for evaluation of any Subject department 
(not merely English) should be noted. 
In 1986, the Cape Education Department (CEO) implerrented two new English First Lan-
guage syllabi: the Junior Secondary Course and the senior Secondary Course. '!hose 
in Std 8 at the time ~~ote the first Senior Certificate examinations on the new 
(Senior) syllabus in 1988. It was felt that the year 1988 was a suitable tirre to 
study the syllabi "innovations" (Parlett and Hamilton, 1972) in order to reflect the 
views of the pioneering Std 10 group. Accordingly , rrost of the dat a was collected in 
SepteIIDer of that year . 
1. 2 TIlE HYKTlHESIS 
It can be argued that a subject =riculurn presented at any CEO High School is af-
fected by six typical groups of factors: the Cape Education Department, the sch=l 
executive, the parents (School Managerrent Council, PTA, and individuals), the pupils, 
the subject teachers, and other teaching staff. The diagram below attenpts to il-
lustrate this and lists some of the influences that each group brings to bear upon 
the English programme: 
CAPE IDu::ATION DEP~ 
Syllabi. 
Senior Certificate exam. 
Prescribed texts. 
, Approved' textbooks. 
N::Jtices and circulars. 
Study Group reports. 
Superintendents/Advisors. 
'Panel'visits/inspections. 
Teachers I Centre activities. 
Teacher conditioning. 
Educational policy. 
Provision of equipment. 
Selection of senior staff. 
PUPILS 
Cultural background. 
Peer group pressure . 
Previous experiences. 
Response to 'learning milieu I • 
~bitionsr attitudes, priorities . 
Extra-mural interests. 
Literacy level. 
Talents. 
Motivation and interest. 
Work load. 
Response to course guides. 
Implementation of aims/policy. 
Response to pupils. 
Team co-operation. 
Ambition ~~d morale. 
Response to leadership. 
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Staff appointments. 
Tirretabling. 
3. 
Allocation/loading of staff. 
Extra-nural duties of staff. 
Size and mix of classes. 
Assessment policies/procedures. 
Scheel priorities. 
Policy, e.g. sport, cultural. 
Facilities and resources. 
Budget allocations . 
Library. 
Staff evaluation/recognition. 
Hidden agendas/=ricula. 
Leadership styles. 
General rrorale. 
PARENlS 
Cultural background. 
Value systems. 
Ambitions for child. 
Horre environrrent. 
Involvement/caring. 
Priorities and anxieties. 
Attitudes to Eng lish. 
8upp:.:>rt in O\Yfl classes . 
Co-operation. 
Cross-curricula initiatives. 
Knowledge of English. 
P~l six gr oups of factors form a freel y flowing continuum of influences on the 
'learning milieu I. For instance, it is obvious that 'rrotivation and interest I of the 
English staff is directly influenced by the leadership, practices and decisions of 
the school executive, parent bodies , other teaching depa.rt.Irents in the school, and, 
most particularly, the policies of the CED. 
Within this context, the hypothesis is that the technique of curriculum evaluation 
kno\o,'!'1 as 'illuminative e valuation I provides an effective instrument with which to 
probe into the 'learning milieu ' of a High Scheel English department, uncovering, in 
the process, info.rnation of interest and use to the school concerned. The survey il-
lustrates procedures of evaluation that, it is submitted, are flexible, sympathetic 
and non-disruptive, whilst providing useful data on a broad range of topics i ncluding 
that of goal- aChievement. 
4. 
1. 3 ILLlMNATIVE EVALUATION 
'!he ccncept of 'curriculum evaluation ' 
Educati onal debate this century has moved, it ~ght be said, on two basic fronts: 
whether education can be construed as a science (the 'objectivist I perspective), or 
whether its nature is ll'Dre phenorrenological (the 'subjectivist' perspective). Which 
philosophical position the researcher adopts will govern his rrethodology. Within the 
general dichotomy, the 'norrothetic I procedure atterrpts to discover general laws to 
explain educational situations (I scientific I ), whereas the I idiographic I approach 
focuses on the particular and the individual in trying to make sense of human be-
haviour. From this in turn CC>tTe analyses which tend to be 1 quantitative I in the 
first case, or 'qualitative I in the second. The researcher is then categorised as 
having erected a 'product I rrodel or a 'process 1 nodel. 
Clearly ~~en ed~cational definitions va-~ according to which cause is being supported 
and defining the '=riculum', in particular, has led to heated debate . Within all 
this there is rrruch rcx::m for hybrids and cc:xtqJromises - and for sane conm:m sense. 
On the topic of 'curriculum', the camps have been divided into definitions of 
"intention" or "reality ll: 
On the one hand, the curriculum is seen as an intention, plan, or prescription 
On the other it is seen as the existing state of affairs in schools, what 
does in fact happen. 
(Stenhouse, 1975, p . 2) 
The compromise which Stenhouse suggests S8€fil~ adequate for this discussion: 
A curriculum is an attempt to cormrunicate the essential principles and features 
of an educational proposal in such a fonn that it is open to =itical scrutiny 
and capable of effective translation intc practice. (1975 , p.4) 
Thus, the written syllabus of the eEl) is not purely the curriculum. The 
'translation' of this through t he English departmo-nt work scheme and into the actual 
episodes of each day in each classroom is just as Imlch part of the curriculum. 
In similar vein , defining 'evaluation' is traditionally influenced by the polarities 
of the objectivist/subjectivist debate . Bloom (1970) sees evaluation as a question 
of measurement : 
Evaluation is concerned with securing evidence on the attainrrent of specific 
objectives of instruction. 
(quoted by Stenhouse, 1975, p.100) 
This tidy definition has been disputed by those evaluators who see their task 
5. 
primarily as gathering infonnation upon which programre designers can make decisions. 
Barry MacDonald (1973), evaluator of the Humanities Curricultnn Project of the 1970s 
in Britain, defined his purpose in terms rrore synpathetic to the concerns of this 
survey: 
Evaluation is the proc:ess of conceiving, obtaining and ccmnunicating informa-
tion for the guidance of educational decision-making with regard to a specified 
programre. 
He goes on to comment: 
It is not implied that this concept of evaluation , or the activities referred 
to within it, are value-free. '!his cannot be . B.1t ""at is inplied is that the 
evaluator aspires to be a reliable and credible source, accessible to the 
judgement of all those ""0 seek infonnation about the programre. 
(both quoted by Stenhouse, 1975, p .112 ) 
Evaluation and tbe scientific IIOdel 
The essence of the modern scientific method has its origins in the 'inductive 
reasoning I prccess described by Francis Bacon in the seventeenth century: the study 
of a quantity of individual cases leads to a hypothesis and ultimately to a 
generalisation. Implicit in this are the requirements of systerratic and objective 
observation, a quantitative appraisal of the phenorrena, the generation of a theory 
(hypothesis) t.~at can be tested on other si..rPilar phenomena , and, eventually, a new 
and generalisable hypothesis which can be stated as having been proven and thus can 
assume the status of a law . 
As this concept evolved, it became accepted that the entire process of scientific re-
search should be open to public scru~iny and, to attain full respectability, the re-
search should be capable of replication in defined but different situations . SCience 
is concerned with explanation, hence the insistence upon hypotheses, theories, laws 
and the cardinal condition of generalisable results from observation and measurement 
of individual situations. Throughout, the concept of 'objectivity ' is paramount. 
'!he researcher is essentially an 'outside 1 observer who measures the situation , iso-
lates variables, measures those and ~~en develops experiments to test his hypothesis 
in similar situations. kl exarrple of this ""uld be t he ideal of a 'pre-test' and 
'post-test' sarrpling, or the est.ablishment of an 'experimental' and a 'control' 
group. 
When psychology split from philosophy in the nineteo-nth century, the concept of the 
'social sciences' rapidly carre into being. The errerging disciplines of psychology 
and sociology sought respectability for their explanations af human behaviour in as-
sociating themselves with the 'scientific ""thad'. COhen and Manion (1985) quote the 
6. 
basic suppositions of the social scientist as enurrerated by the sociologist, Giddens, 
in 1975: 
1. that the rrethodclogical procedures of natural science may be directly ap-
plied to the social sciences. 
2. that the end-product of investigations by the social scientist can be 
formulated in terms parallel to those of natural sci ence. This means 
that his analysis must 1::>e expressed in 'laws I or 'law-like I generalisa-
tions of the sarre kind that have been established in relation to natural 
phenorrena. (p . 12) 
The issue is whether educational situations can be studied scientifically, ¥.hether in 
fact educati on belongs to the ' social sciences ' . 'Ibis is the hub of the debate rren-
tioned on page 4. Before considering reactions against the 'scientifi c method' and 
the 'objectives model' of education (page 4), a brief description of the 
I agricul tural - botanical' paradigm may serve to summarise the starting point of the 
'illuminative evaluators' . 
David Hamilton (1976) points out that psychQ~tric testing of individuals gained im-
petus during the First World War, ,,"en the US army was selecting r ecruit s. '!hese 
tests devel oped into IQ (intell igence) tests of potentia l ability and achievement 
tests lito rreasure scholastic performance II (p . 12) . 
'!his type of mental testing provided but one tool for the curriculum evaluator , who , 
in terms of the I scientific method I, also needed to conduct experi..rrents in the field. 
In this area, during the 1930s , attention was given to the methods used by agricul-
tural botanists to examine the productivity of various seed strains. A horticultural 
bed was divided into small plots, into each of which a varietal strain of seed was 
introduced. As with the controlled laboratory conditions of a chemist , the botanist 
could manipulate variables (fertilisers, irrigation) over the whole bed to find I<tlich 
seed was t.l-te rrost productive. P.ssessrrent was easy as the resultant crop ,yield could 
sinply be wei ghed. If students could be equated with crops and their 'yield' in a 
given experirrental situation be rreasured by tests, then the 'scientific method ' could 
be applied to curriculum evaluation . 
Malcolm Parlett and David Hamilton (1972) summarise this approach : 
Students - rather like plant crops - are given pre-tests (the seedlings are 
__ ighed or measured) and then submitted to different experiences (treatment 
conditions) . Subsequently, after a period of tirre, their attainrrent (growth or 
yield) is measured to indicate the relative efficiency of the methods 
(fertili sers) used. 
Thus, this type of evaluation judges the effectiveness of a programme by comparing 
its results to pre-specified goals: 
7. 
studies of this kind are designed to yield data of one particular type, i.e . 
'objective' numerical data that permit statistical analyses. Isolated vari-
ables like IQ, social class, test scores, personality profiles and attitude 
ratings are codified and processed to indicate the efficiency of new curricula, 
rredia or rrethods. 
(both quoted by Parlett and Dearden, 1977, p.ll) 
'!he focus of this type of evaluation is upon educational 'produ::=ts I, usually seen in 
the manifestation of pre- determined and specific behaviour. The reaction to this is 
to be found in what are called 'process I m:x1els, or 'new wave I rrodels of eValuation 
(Stenhouse, 1975). 
Evaluation and the 'new w:rve ' 
The 'scientific method' of investigating human behaviour is lodged within the 
philosophical tradition of 'logical positivism', a position scathingly attacked by 
the Danish existentialist, 8¢ren Kierkegaard, and several others who felt that the 
scientific pt='-rspective 0: man "denigrates life and ITIind": 
The precise target ... has been science's mechaTlistic and reductionist view of 
nature which, by definition, excludes notions of choice, freedom, in-
dividuality, and !!Oral responsibility. 
(Cohen and Manion, 1985, p.24) 
Another strong critic of the notion of 'social sciences I is Ions (1977), who sees 
great dangers "when we quantify the process and interpret the htnnan act. II The result 
of statistical quantification and computation is "depersonalization II (Cohen and 
~lmion, p. 25) . 
Three fur'"....he!."' criticisms of the ?€rspective of the 'social sciences I on man are sum-
marised by Cohen and Manion (pp. 26-7) : 
1. It presents man as conservative and restricted, because only that which 
is predictable, repetitive, invariant and visible to the outside observer 
is taken into account. 
2. It does not recognise man's unique ability to interpret his experiences 
and to represent these to himself. Man is not a passive object to be 
studied . He constructs theories about b~elf and the world - and acts 
upon them . 
3. '!he findings of llpositivistic social science are often .. . so banal and 
trivial that they are of little consequence to those for whom they are 
intended, namely, teachers, social workers, counsellors, personnel 
managers, and the like. n In the ;.ords of Shipman (1972) , the !!Ore the 
researcher puts into restricting, simplifying and controlling variables, 
the rrore likely he is to end up wit-I-} a 'pruned, synthetic version of the 
whole, a construGted pla~r of PllP?ets in a res~icted environment .' 
In the same book, the authors describe the scientific paradigm as 'normative ' and its 
polar opposite as ' interpretive' (pp.38-41) . The nonnative approach begins with the 
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study of the collectivity of man, which is society and the social system. 'Ihrough 
the use of cOlTplex research methodologies, a universal theory of human and social be-
haviour is devised. rrhe interpretive researcher starts with the individual and takes 
seriously the individual's interpretations of the .urld around him. Interpreting the 
specific and trying to understand actions is his province. 
'Interpretive I researchers in education argue that essentially education is not a 
scientific enterprise but a social and human one, that the aims of education are not 
rrerely to produce results ('products') but rrore so to produce what R S Peters (1967) 
"'-Uuld call an "educated person", one whose perceptions of reality and his ability to 
use his knowledge have transfOIlT'ed him. '!he attention of the evaluator must move 
from mere outcomes to careful consideration of 'process'. 
So, at the beginning of the 19705, what Stenhouse has called a 'new wave' of 
evaluators began itemising their objections to the scientific research tradition. 
Hamilton (1976) has tried to codify these: 
1. 'll1e results obtained from 'objective I tests were not "unambiguous", nor 
"cc::xrprehensive". In fact, the research was often peripheral as it had to 
ignore the "idiosyncratic" so as to focus on what was nore rreasurable. 
2. Laboratory conditions ruled out any alterations within the programme 
during the period of study. The programme developer could not innovate, 
or adapt the prograrme, ho,,",ver urgently tJus was needed. 
3. Much of the research was irrelevant to the needs of the practising 
teacher , who often wanted answers to questions considered mundane by the 
evaluator - questions which his hypothesis-based research usually could 
not ans'Ner. 
4:. '!be obsession with intended . outcomes • meant that no heed was paid to 
unexpected consequences which arose and might influence the impact of the 
innovation. 
5. The attert;Jt to reach consensus among programme deve lopers, sponsors, 
evaluators and teachers on aims, intended outcomes and criteria of 
evaluation was very difficult to achieve. The result often was a banal 
c~ramise, limiting aims, and disputed afterwards. 
6. It becarre clear that the traditional rrodel was not always suitable for 
eyaluating such wide-ranging innovations as the Humanities Curriculum 
Project. What ,..urked v.ell with a science evaluation was not necessarily 
appropriate in a less specific subject . 
(adapted from pp .35-7 ) 
At the time , the seminal paper co-edited by Malcolm Parlett and David Hamilton 
'Evaluation as Illtnnination: A New J>pproach to the Study of Innovatory Programmes' 
(1972) was published in Edinburgh and added a few further complaints to the list: 
1. '!here is often a need for evaluation of a prograrrne before it is intro-
duced on a large scale. The traditional approach needs large-scale data-
gathering and is therefore not much use in evaluating a programme before 
9. 
it is developed fully. 
2. The structures of scientific method irrpose artificial constraints on an 
educational situation: "... there is a tendency for the investigator to 
think in terms of 'pararreters I and 'factors' rather than 'individuals I 
and 'institutions I . Again, this divorces the study from the real world." 
3. An educational programme is dynamic and rarely does it exhibit no change 
during a period of study. "!his is contrary to the desi gn of a tradi-
tional evaluation, which must, in a sense , I freeze I its material in order 
to study it. 
4. The scope of a traditional study is severely restricted by its 
rrethodology : " .. . the concentration on seeking quantitative infonnation by 
objective means can lead to neglect of other data , perhaps rore salient 
to the innovation, but which is disregarded as being 'subjective', 
I anecdotal I, or I impressionistic' . " That which is not typical is dis-
carded fran the data base, irrespective of its relevance to the in-
dividuals and institutions concerned. 
(adapted fran Parlett and Dearden, 1977, pp.12-13) 
Reflecting ruefully that "An ounce of data , it seems, has been worth a pound of 
insight", a group of evaluators strove to rrove ''beyond the numbers game It (Eisner, 
quoted by Taylor and Richards, 1985, p .136) . Perhaps the first in this new field was 
the American evaluator, Robert Stake , who described evaluation as I1portrayal ll and es-
sentially "responsive" in nature: 
An educational evaluation is a 'responsive evaluation' if it orients more 
directly to programme activities than to programme intents, if it responds to 
audience requirements for information , and if the different value-perspectives 
present are referred to in reJ;X'rting the success of the prograrrrre . 
(stake, 1972, quoted by Stenhouse , 1975, p. 114) 
His rrodel, though still heavily reliant upon measu::.-errent data, drew attention to the 
many facets of evaluation , \I,'hich he listed under two headings: "Intents" and 
"Observatio!ls " . Data could then be gathered on IIAntec::;edent Intents " and "Observed 
Antecedents"; "Intended Transactions It and "Obse....."lJed 'Iransactions l1 ; and "Intended 
OUtcomes" and "Observed Outcomes ". The final act of the evaluator was 
whether the prograrrme was achieving its intents . The final report was to 
to judge 
be guided 
by the need for "telling it as it is" in a form and style accessible to decision-
makers rather than in the formal (and sometimes inpregnable) jargon of traditional 
research reports. 
In the meantime, across the Atlantic, Barry MacDonald (from 1970) was appointed 
S:::hools' Study Officer with the brief of evaluating the Humanities CUrriculum Project 
(see page 5). He aS9ired to a 'holistic' style of evaluation, also aimed at 
decision~ers: 
His adoption of a holistic approach implied that the evaluation would not start 
from the assurrption that certain data (such as pupil OtltcorreS) ~e its area of 
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concern, but v.ould accept as potentially relevant all data concerning the 
project and its contexts. 
(Stenhouse, 1976, p.llO) 
M9.cDonald made use of both rreasurerrent techniques a,.,d case studies. '!be attenpt to 
open out the 'vtlole' educational situation to examination, rather than to focus on 
outcomes or hypotheses, was motivated by his observation that: 
The impact of an innovation is not a set of discrete effects, but an organi-
cally related pattern of acts and consequences . To understand fully a single 
act one must locate it functionally within that pattern. It follows from this 
proposition that curriculum interventions have many more unanticipated con-
sequences than is normally assurred in develcprrent and evaluation designs. 
(quoted by Stenhouse, p.llO) 
Both Stake and MacDonald were arrong the fourteen researchers who met at Churchill 
College , Cambridge, in December 1972 to clarify the position of the 'new wave' of 
curriculum evaluators. From this conference , MacDonald and Parlett drew up a state-
ment of agreement, three clauses of which are quoted below: 
1. '!bat past efforts to evaluate (educational) practices have, on the whole, 
not adequately served the needs of those who require evidence of the ef-
fects of such practices, because of : 
1.1 an under-attention to educational processes including these of the learn-
ing milieu; 
1. 2 an over -attention to psychometrically measurable changes in student be-
haviour (that to an extent represent the outcomes of the practice, but 
which are a misleading oversimplification of the complex changes that oc-
= in students); and 
1.3 the existence of an educational research climate that rewards accuracy of 
rneaslrrement and ge.'"1erality of theory but overlooks both mismatch bet .... ~ 
school problems and research issues, and tolerates ineffective communica-
tion between researchers and those outside the research community. 
2. They also agreed that future efforts to evaluate these practices be 
designed so as to be: 
2.1 responsive to the needs and perspectives of differing audiences; 
2.2 illuminative of the complex organisational, teaching and learning 
processes at issue; 
2.3 relevant to publ ic and professional decisions forthcoming; and 
2 . 4 reported in language which is accessible to their audiences. 
3. "ere specifically they recomnended that, increasingly, 
3.1 observational data , carefully validated, be used (sorretimes in substitute 
for data from questioning and testing); 
3.2 the evaluation be designed so as to be flexible enough to allow for 
response to unanticipated events (progressive focusing rather than pre-
ordinate design); and that 
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3.3 the value positions of the evaluator, whether highlighted or constrained 
by the design, be made evident to the sponsors and audiences of the 
evaluation. 
(quoted by Stenhouse, 1975, p.llS) 
Illuminative evaluaticn: towards a cEfiniticn 
'!he paper by Parlett and Hamilton (1972) 'Evaluation as Illumination: A New Approach 
to the Study of Innovatory Programres', probably remains the best short account of 
illuminative evaluation yet written, though it was never intended to be a final 
statement. It was, in a sense, an interim re{X)rt and has undergone sare rrodification 
by various authors over the years. Only one such revision t that of Helen Simons 
(1981), will be discussed in this section. 
Parlett and Hamilton briefly summarise their starting point as follows: 
Characteristically. conventional approaches have followed the experimental and 
psychometric traditions dominant in educational research. Their aim 
(unfulfilled) of achieving fully 'objective methods' has led to studies that 
are artificial and restricted in scope. We argue that such evaluations are in-
adequate for elucidating the complex problem areas they confront and as a 
result provide little effective input to the decision-making process. 
(Parlett and Dearden, 1977, p.10) 
In the next paragraph, the concept of 'illumination' is described: 
Illuminative evaluation is introduced as belonging to a contrasting 
'anthropological' research paradigm. Attempted measurement of 'educational 
products ' is abancbned for intensive study of the programre as a whole: its 
rationale and evolution , its operations, achieverrents, and difficulties. '!he 
innovation is not examined in isolation but in the school context or 'learning 
milieu I • The methodological strategies of illtuninative evaluation are then 
described . Observation , interviews wit..'1 participants (students, instructors, 
adITlinistrators and others), questionnaires, and analysis of do::nnnents and back-
ground inforrretion are all combined to help r illuminate r problems, issues, and 
significant programme features. 
The mention of the "'anthropological r research paradigm" indicates that the 
lJsychorretric perspective of the behavioural psychologist has been rejected for one 
"that owes far rrore to the participant observation tradition in sociology, as well as 
to antbxopology, history and psychiatry". (Hamilton , 1976, p.39) 
In tracing ~he pedigree of illuminative research, Hamilton sums it up as follows: 
Responsive evaluation responds to the \\d.de range of questions asked aoout an 
innovation and is not trapped inside the intentions of the prograrme-builders. 
Holistic evaluation seeks to portray an education programme in its entirety_ 
Illuminative evaluation ... seeks to open out wi educational situation to in-
telligent criticism and appraisal. (p.39) 
Noting that the main concern of illu.'1tinati ve evaluation is with "description and in-
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terpretation r ather than measurement and prediction", Parlett and Hamilton formulate 
the aims of their approach as follows: 
... to study the innovative prograrme: how it operates; how it is influenced 
by the various school situations in which it is applied; ..nat those directly 
concerned regard as its advantages and disadvantages; and how students I intel-
lectual tasks and academic experiences are llOst affected. It attenpts to dis-
cover and docurrent what it is like to be participating in the schene, whether 
as teacher or pupil; and, in addition, to discern and discuss the innovation's 
most significant features, recurring concomitants, and critical processes. 
(1977, p.13) 
Central to their views are tw:::> concepts which require elucidation . The 
I instructional system I can be loosely defined as the written or stated curriculum 
blueprint, the equivalent of which in em schools might be the syllabus and its 
elucidations. The term would include the design or specifications for any particular 
innovation, such as team-teaching , and WJul d also encorrpass prospectuses, or any for-
malised plans for teaching arrangements. 
The point al:x::)Ut the I instructional system I is that, contrary to the ass\.llIqJtio..l'1s of 
the traditional evaluator, it is essentially dynamic, because it has to be applied by 
the teacher in the actual 'learning milieu 1 : 
. .. an instructional system, when aoopted, undergoes rrodifications that are 
rarely trivial. '!he instructional system may remain as a shared idea, abstract 
model , slogan, or shorthand, but it assumes a different form in every situa-
tion. Its constituent elements are errphasised or de-emphasised, expanded or 
truncated , as teachers, administrators, technicians and students interpret and 
re-interpret the instructional system for their particular setting . In prac-
tice , objectives are commonly re-ordered, re-defined, abandoned or forgotten. 
The original 1 ideal! formulation ceases to be accurate , or indeed of much 
relevance. (1977, P .14) 
The second concept, the !learning milieu I, is lithe social-psychological and material 
environment in which students and teachers work together" (p .14 ). For some illustra-
tion of what is meant by the 'learning milieu!, the reader is asked to consult the 
table of factors influencing an English programre on page 3. Under this heading come 
considerations of schc:ol orgaTlisation, funding, staffing and even architecture. In-
fluences brought to bear stern from parents, staff and the children themselves. As 
the authors point out: 
. .. there are pervasive operating asstm'ptions (about the arrangement of sub-
j ects, curricula, teaching methods, and student evaluation) held by faculty; 
there are the individual teacher's characteristics (teaching style, experience, 
professional orientation, and private goals); and there are student per spec-
ti ves and preooct.l?ations. (p .1S) 
No one can 'free ze ' such a situation for 'objective' assessment, nor assume that the 
content of the 'instructional system' is in fact upheld within such a field of inter-
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actions. Studying those interactions is precisely what the illuminative evaluator 
sets out to do. Drawing on one illustration frcxn the Massachusetts Institute of 
Technology, Parlett and Hamilton point out that to introduce one new (innovation) 
into the 'learning ~lieu' causes a chain of repercussions: 
In turn these unintended consequences are likely to affect the innovation it-
self, changing its form and rroderating its inpact. (p.1S) 
Traditional approaches of evaluation have erred in trying to impose a tidy order upon 
untidy reality. The carplexities of the 'learning milieu' have to be faced if any-
thing sensible is to be said about the nature of the learning taking place, the 
progress of students, and the effectiveness of organisational strategies. '!he 
wi thin the learning milieu taken authors point out that students "adapt to 
as an interrelated whole" (p.16); they are 
and ""rk 
not isolated and freed from its effects: 
'!b take an example : teaching and learning in a particular setting are 
profotmdly influencec. by the type of assessment procedures in use; by con-
straints of scheduling; by the size and diversity of classes; by the 
availability of teacr.ing assistants, library, ccxrputing and cOPj-'ing facilities. 
These, in turn, are dependent on departmental prio=ities ; on policies of 
faculty promotion; on institutional myths and traditions; and on local and na-
tional pressures. (p .16) 
Simply stated, the methods employed in illuminative evaluation are eclectic and 
situational: whatever technique is appropriate is ""Ployed. There is no standard 
llEthodological package or doctrine; the problem defines the llEthods used: 
According to this view, it is permissable, indeed desirable, to draw on the 
whole range of data sources fram standardised tests, through • systematic , ob-
servation schedules, L,ventories and pre-coded questionnaires, to unstructured 
interviews and participant observation . The principal criterion for their 
selection should be their capacity to inform judgements about a particular ac-
tivity . 
(~orrnick and James, 1983, p.165) 
The point is that no single method is used exclusively or in isolation. Quantitative 
research i s not eschewed, but neither is it given an)' special status . 
The autho=s of the report on 'The Physical Science Evaluation, Western Australia, 
1978-9' see illuminative evaluation as a "process " rather than a "package": 
In gene:::'-al terms, an illuminative evaluator sets out first to identify rrajor 
emerging issues as perce ived by the various participants in the innovation; 
second, to focus progressively on these selected issues by a combination of 
methods; and third, to induce and report on general principles and patterns 
"'ithin the o:oeration of the prograrrme. (Tarnir, 1985, p. 86) 
There are five stages in the procedure of illuminative evaluation : 
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1. '!he contract stage: With due reference to the value positions of all con-
cerned, the evaluator seeks to clarify the type of study and report required, 
whilst negotiating a general strategy that does not prescribe which variables 
will be omitted or included. 
2. Familiarisation: Using whichever techniques of observation that are suitable, 
the evaluator strives to become knowledgeable about the realities of the 
programme in action. 
3. Progressive fc:x:using: Particular areas of interest are identified for rrore in-
tensi ve enquiry and the full array of evaluation techniques is errployed to 
provide I triangulation I (lithe use of t\t,O or rrore rrethods of data collection" in 
order to verify an observation: Cohen and Manion, 1985, p.254). Interviews 
are particularly useful at this stage and recourse is often made to question-
naires, test data and doctnrentary and background infonnation. 
4. Coherence: What has been observed must now be organised and ordered into ex-
planatory descriptions that in turn highlight the areas of major concern. 
5. '!he report: 'fuis rrust be sensitive to the requirerrents of the study, faithful 
in its portrayal of reality, and, above all, readable and accessible to its 
audie.'"1ce. 
(adapted from Dachs, 1981, p.37) 
Particularly in qualitative research, the question of validity must be addressed. A 
related question is that of reliability: 
Basically reliability is concerned with consistency in the production of 
results and refers to the requirement that , at least in principle, another re-
searcher , or the same researcher on another cx:casion, should be able to repli-
cate the original piece of research and achieve corrparable evidence or results. 
Various types of validity have been defined to describe "systematic errors (i.e. 
biases), rat.l-ter than random errors". In its sirrplest form, the concept of validity 
is that: 
... researchers are expected to cLorronstrate that the obse..'"Vations they actually 
record and analyse, match what they purport to be recording and analysing. 
(M02ormick and James, 1983, p.173) 
'!he traditional scientific research methodolDJY of the social sciences InCly appear im-
pressively objective with its parade of correlations, deviations from the mean and 
saID?ling techniques, yet, in the view of Parlett and Hamilton: 
Any research study requires sy~lled human judgements and is thus vulnerable. 
Even in evaluation studies that handle automatically-prcx::essed numerical data, 
judgerrent is necessa..ry at every stage: in the choice of sarrples; in the con-
struction or selection of tests; in deciding conditions of administration; in 
selecting the rode of statistical treatrrent; in the relative v..-eight given to 
different results; and, particularly, in the selection and presentation of 
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findings in reports. 
(1977 , p.2l) 
However, when an evaluator is making considerable use of open-ended responses, 
qualitative data and progressive focusing, he lays himself open to charges of gross 
partiality. 'Ihe authors suggest triangulation to cross-check irrportant findings, the 
use of outsiders to c ode and check open-ended material and oontinual consultation 
with other rrembers of the team in assessing results. Beyond that, it is felt , ccmron 
sense must prevail. The evaluator is a specialist in the tradition of psychiatrists , 
anthropologists and historians and, like these, his approach must be professional, 
thorough and accountable. 
Triangulation itself does not guarantee that the various data sources used to cross-
check a pcint do in fact provide evidence on the same pcint. l-t::Cormick and James 
(1983) suggest that "validation is achieved when others, particularly the subjects of 
the research , recognise its authenticityU (p . 176) . This is called 'respondent 
validation I • 
A great difficulty for traditional evaluators is described as 'reactivi ty', by which 
is rreant that the intrusion of the evaluator into the learning milieu is apt to 
change it and thus to distort the natural situation. Illuminative evaluators readily 
acknowledge this problem, but their less formal and more consultative approach makes 
their impact less obtrusi ve. They feel that the problem must be faced and a 
"reflexi ve stance II adopted: 
Reflexivity demands that researchers constantly rronitor, not only their own in-
teractions y,.Ti th the groups being investigated, but also their own roles and 
reactions to v.nat they observe. In O+-..her v.ords , they rrake a conscious effort 
to make explicit anything that could bias their in~erpretations of events. 
(M=Cormick and James, p . 176) 
Ultimately, the credibil it1' of any tope of research depends upcn public scrutiny. 
By way of one illustration of the ~act that the work of Parlett and Hamilton has 
had on educational evaluation, reference can be made to the I insider r evaluation 
propcsal of Helen Simons (1981). In arguing that evaluations should ideally be made 
by practising teachers of their o~n situations, she argues that evaluation in schools 
should possess the following characteristics: 
1. It should aspire to ref lect the Drocesses of teaching , learning and 
schooling in order to educate judgements about the adequacy of educa-
tional provision and the quality of exp=--rience pupils have. 
2. It should draw on a wide spectrum of information sources 
base. 
a broad data 
3. It should examine the attitudes, values and assumptions that underlie the 
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kind of information that carnes fram various sources . 
4. It should encourage the flow of information in all directions 
5. It should develop the kind of informal evaluation that teachers normall y 
engage in in order to gain sone feedback on their practice. 
6 . It should focus on internal needs defined by the school ... 
7. It should be particularistic . . . and concer ned with t he immediate 
problems of a given instituti onal context. It is l ikely to be l ess in-
terest ed in universals 
8. It should be concerned 
that provide information 
policy options . 
with evaluating educational situations in ways 
rel evant to decision-making and the analysis of 
9 . It should precede curriculum developrrent rather than following after it 
(quoted by MCCormick and James , p.1DD) 
In a sense , the evaluation project lU1dertaken in this survey is of this type and o"'~s 
its form to that of Parlett and Hamilton, whose surrrning up below provides an ap-
?ropriate final word: 
Ill uminati ve evaluation thus concentrates on the inforrnation-gathering r ather 
than the deci sion-making component of evaluation. '!he task is to provi de a 
comprehensive underst andi ng o f the complex reality • . . surrounding the 
prograrme: in short , t o I i lluminate I • In his report , therefore , the evaluator 
aims to sharpen discussion, disentangle complexities, isol ate the significant 
from the trivial , and to r aise the level of sophistication of debate. 
(1977 , p . 24) 
1.4 '!HIS SllRVEY: GENESIS AN) ME'.lKlJCl[JXY 
'!he pilot study: 1986 
The immediate problem with the pil ot study was the position of the evaluator himself . 
In July 1985, he had taken over as Head of Department: English at School 1. Coincid-
ing with the introduction of new syllabi in January 1986 , he had taken the oppor-
tur1ity to reorganise the whole approach to English in the school , introducing such 
innovations as team-teaching and the creation of ability groups in Stds 9 and 10, and 
the reading progranrne in Stds 6 and 7 (see pages 63-4). As prime architect , execu-
tive director and chief practitioner of the English programme, he was ideally placed 
to describe t.~e course, enurrerate its aims and to clarify historically the reasons 
for its innovations . Yet, as evaluator I he risked being regarded as a parti al wit-
ness, whose testimony was open to accusations of bias, selectivity and self-
justification . 
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On the other hand, he wanted very much to know how his English staff and the pupils 
"-"!"e responding to the new syllabi and directions, so that the prograrrrre could be im-
proved. MOreover, he wished to test the design of proposed questionnaires and the 
general prcx:::edure of illuminative evaluation . 
The pilot study was commissioned for September 1986 and was restricted to only two of 
the factors influencing an English prograrrrre (see page 3), namely, how the pupils 
reacted and how the English staff reacted. In the event , 123 pupils took part, 
providing a sample size exactly half that of the present survey. 
In order to keep his own face out of the picture, the evaluator chose not to conduct 
any interviews and avoided administering the questionnaires. '!he questionnaire for 
the teachers insisted on anonymity to the extent of asking for responses to be typed 
(or hand-written by sorreone else) and given to the school secretary. 
The sanple of cl2.sses was selected by another English teacher, who was sirtply asked 
to s ee that it contained a s:!?read of ability levels, that each standard was repre-
sented and that there was a class fran each of the mainstream (full-t:irre) English 
teachers. '!hus the evaluator could not be accused of selectivity in the choice of 
sampling, beyond what was needed to supply reasonable representation of the 31 
classes. 
lb English teacher was pennitted to be present during the administration of the pupil 
questionnaire . '!hus the 'rrental set I created by a pupil aware of the presence of his 
English teacher as he wrote his responses was avoided. In this way, it 'Wa5 hoped to 
reduce 'approved' responses. 
'!he procedure above has been enumerated in some detail as precisely the same precau-
tions were ta'<en in the 1988 survey, with the notable exception that interviewing did 
take place . At School 2, the subject head selected the sample on exactly the same 
basis as above and the teachers again submitted their responses to the school 
secretary, from w.,om the evaluator collected them . 
One of the great advantages of the pilot study for setting up this survey was that 
t.l-te r esponses to Section B of the pupil guestiormaire (open-ended) could be used as a 
fraITe"ork for pre-coding the anticipated responses to that section of the 1988 ques-
tionnaire. This will be explained later . 
All the data was processed ma~ually, without the aid of computers, and thus no 
statistical cross-tabulations could be made. The design of both questionnaires 
proved to be effective and only a few modifications were made for the 1988 survey. 
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A gratifying pointer to the validity and reliability of this survey is that the find 
ings of the 1986 pilot study (restricted to pupils and staff) are uncannily similar 
to the data which emerged in 1988, when the research was replicated at the same 
school. As has been noted, the questionnaires were very similar , but there had been 
several important staff changes in the two years and the sanple of pupils asked to 
respond was entirely different. 
1b illustrate very briefly, the English staff in 1986 also complained about lack of 
team cohesion, too few meetings, pressures of tine and marking and the concept of 
'marking a=oss the standard'. Division existed as to whether the Goals of the syl-
labi \o.'ere being ~t; and, as in 1988, praise was given to the 'standardisation 1 of 
approach inherent in the work scherres, to team-teaching and to the leadership of the 
subject head. 
The pupils also voted oral and reading as the most popular activities in English, 
."-th the Std las again showing that the value of studying literature is appreciated 
by that stage. Corrprehension was stoutly defended and c;rarrrnar was seen to be boring 
and repetitive. llie writing programre assisted the senior pupils with their essay 
work in other subjects, whilst the ex; classes enthused about reading (which suggested 
that the reading canpaign was being well-received). 
llie btl surveys were exactly two years apart, the sanple size (School 1) was almost 
identical (124) and the findings were strikingly similar . 
Parameters: 19 88 
Given that the evaluator had a fairly intimate knowledge of the English programme at 
School 1, he was sufficiently impressed by the results of the pilot study to research 
fll-rther into the efficacy of illuminative evaluation . It was felt that the validity 
of this approach would be enhanced if the procedures developed yielded corrparable 
results in a school about whose English programme he was not familiar. In that 
sense , School 2 can be seen as a control group. 
With two schools, the sanple base was doubled and it was further cL"'Cided to address 
all six groups of factors influencing an English prograrrrre that are tabled on page 3, 
namely the CED, the pupils , the English staff , the school executive, the parents and 
other teachers. 
The restrictive nature of a 'half-thesis ' automatically imposes restraints on what 
can be re;>orted. This is particularly obvious with regard to 'progressive fccusing I 
in the survey, where, in several instances, it was felt that space precluded the 
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evaluator from focusing any closer. In such cases, the direction has been pointed 
with a note that future researchers may be interested to follow it up. Correspond-
ingly, vast arrounts of data were collected and pr=essed that had to be edited out of 
the report. '!his too is a type of progressive fexousing and the evaluator lays no 
claim to reporting upon the whole picture in either school. It was hoped to reflect 
this unused data in appendices but, again, considerations of space have prevented it. 
Should any future researchers wish to scrutinise what is available, enquiries should 
be made through the university. 
It must be appreciated that similar parameters of selection had to be applied to the 
six groups of factors mentioned alxNe. For exarrple, the sample of parents used was 
extremely small; the 'other staff' consulted ..ere representative of only four sub-
jects (eight t eachers in all); and interviews with the 'school executive' were 
restricted to the b.:) school principals. Again, it is submitted that the purpose of 
this survey was to illustrate an approach to ~iculum evaluation ra~er than to un-
~cake a full-scale holistic investigation. 
Finally, it must be pointed out that it is a pre-condition of the CED that research 
done in schools under its control may 
s=iated with them, being identified. 
not result in the schools, or any person as-
Strict conditions of anonymity must prevail 
and this too has had an influence on what was selected for reporting. 
As is t o be ex;pected, a spread of techniques was used to gather infonnation. 
The position of the CEO was established specifically by a study of such documents as 
syllabi r Senior Certificate papers, examiners I reports, various Departnental study 
guides and circulars, teacher evaluation documents, notices in the Education Gazette , 
lists of ;>rescribed texts and statements of Departrrental policy with regard to the 
organisation and structuring of schools. Fifteen years of personal experience of 
teaching English in CEO schools was brought to bear on assessing what was pertinent. 
Elucidation and clarification ' .... as also obtained from conversations with other 
teachers and, more s9€Cifically , during the interviews conducted with the two prin-
ci~als. The evaluator 's experience of Teachers ' Centre activities and in-service 
courses held there was also useful . 
Structured interviews were conducted with the principals of both schools (Appendix 
8.3.5, p .161) to ascertain the impact of the school executive upon the English 
progTarrtre, and again recourse was made to the evaluator's own expc-rience in observing 
the practical implications of policy, structuring and a=ganisation in each school. 
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At School 2, an interview with the subject head was used to cross-check the validity 
of these observations. 
Pupils were asked to complete a questionnaire (Appendix 8.3.1, p.148) which allo~~d 
for l::x::>th 'closed' and 'open I responses. TIle administration of this is described on 
page 17 and it took about 40 minutes to complete the 80 responses. Fran the 247 
pupils who respcnded, a data base of at least 19760 items was generated. 
The parents' survey was also undertaken by rreans of a questionnaire (Appendix 8.3.4, 
P .159 ), which pcsed ten open-ended questions. The executive body of each PrA was ap-
proached. The reasons for this selection and the disappointing response are dis-
cussed on page HO. Again the parents were asked not to consult with each other and 
to return the completed questionnaires to the school secretary for collection. 
Likewise, the English staff completed elever. open-ended ques~ions listed on a ques-
~ionnaire (F.ppendix 8.3.3, p.156 ). It nrust be p~in~ed ou~ t..'1at bo+-...h this and the 
Parent Olestiormaire did not require respondents to ansW::>..2:' every question. They were 
at liberty to combine questions, to anit serre, and to stress those that particularly 
interested them. Conrrent was requested rather than 'yes/no ' respcnses. It was hoped 
that these measures would encourage a better quality of response, though it was also 
pcinted out that the rrore ground they covered, the clearer the total picture ;,auld 
becerre. In practice, the quality of responses from the English teachers was excel-
lent. 
The policies , procedures and objectives of both English departments were available in 
written form (Pppendices 8.2.1, 8.2.2, p.141 ) . In School 1, each English teacher is 
given a work plan which also doubles as a record book. Each section of this contains 
a preamble, there is a general introduction reflecting yearly objectives , and examin-
ing procedures are clearly set out. The document at School 2 is far less detailed, 
but an extensive interview with the subject head clarified what was not written down. 
Access to teachers' mark lxx::>Y...s and records of v.urk was easy at School 1, but was not 
requested at School 2 as the timing of the survey would have rendered this very dis-
ruptive. 
The survey of the attitudes of other staff not teaching English was restricted to the 
subject heads of history, gecgraphy, biology and science . At School 1, interviews 
took place, but, at School 2, this could not be arranged at the ti..rre, so the inter-
view constructs used at School 1 functioned as a questionnaire of the open-ended 
response type which the teachers conpleted in their own tine. It must be said that, 
though interviews are more time-consurning , the quality of response is greatly en-
hanced, as the evaluator can clarify any ambiguities in t.~e questions and can cross-
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check imrediatel y the neaning of staterrents made at the interview. 
From the above, it will be clear that techniques of triangulation (page 14) could 
readily be employed among these methods of data collection in order to verify an ob-
servation. One ~~ample should suffice. 
A major concern of the survey was t o establish whether or not the various Goals of 
the new syllabi were being achieved in the classroom. Firstly, the adaptation of 
L~ese Goals into the stated and tacit objectives of each English department was 
assessed by interview and examination of dc::currents. Teachers I 'iI.Ork plans and sare 
examina~ion papers were also scrutinised . Then the views of the pupils were tested 
both by closed responses to the questionnaire and by open--€I1ded ones. The opinions 
of English teachers were obtained through the open-€l1ded format of their question-
naire. Statistical cross-tabulations \o,lE!I"e run on the pupil responses and areas of 
statistical significance noted a'1d al1alysed. Thus both qualitative and quantitative 
data \o,~e available to build up a reasonably full picture of the classrcom reality. 
'!he ouestionnaires 
Essentially, there were three questionnaires used in the survey, though, as has been 
explained (page 20), one interview construct was used as a questionnaire to teachers 
of subjects other than English at SChool 2 (Appendix 8.3.6, P .162 ) . With tha excep-
tion of Section A O.lestion11aire 1 (the Pupil epestionnaire), the questions all called 
fo~ open or free responses (page 20). Though this kind of response is more difficult 
for an evaluator to process, the richness of comment that it can produce, the 
idiosyncratic factors that it can illuminate and the freedom of opinion that it en-
courages are forceful reasons for adoptLng this type of approach in a small-scale il-
luminative evaluation. As has been argued before (pages 7-14), the perSO:1al perspec-
tives, hO\>l2ver a9;>arently peripheral , of those actively involved in the learning 
milieu are what evaluators must address, if they are to reproduce in recognisable 
colour the often ~~tidy realities of educational life. 
For those who are perha,?s less voluble or articulate, the sinplicity of the closed 
r esponse questionnaire and its cQm?arative ease of cGm?letion are preferable. It 
also has a persuasive air of anonymity and Objectivity about it, whereas, from the 
evaluator 's point of view, far more ground can be covered in the time available than 
with open-ended responses. Besides, it · is simplicity itself to code for computer 
ds.ta-capturing and is invaluable in a large-scale survey . 
Whatever approach is used , it is essential that the ques~ionnaire be inviting and not 
in.1iibiting or a'lnoying .. M:>reover , the language used nrust be in a register appropriate 
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to the levels of education and maturity of the respondents, whose interest at all 
times must be maintained. In the hopes of touching chords of co-operation, it was 
decided to nake an informal yet plaintively sincere approach through the rrediurn of a 
personal letter on the cover of each questionnaire, which explained the motivation 
for the survey and exhorted respondents to be frank, honest and serious in their 
responses. The language chosen was deliberately conversational and colloquial in 
register. 
Problems did arise with the phrasing of certain questions and these are discussed in 
detail in the chapters that follow. The main difficulty with a questionnaire for 
pupils is how to render abstract concepts, such as those enshrined in the Goals of 
the syllabi, into language accessible to a range of age-groups (from Stds 6 to 10) 
without distorting the rreaning of the original ideas. At times, too, the diction 
selected was too provocative or 'leading ' to elicit considered responses. On the 
~nole, misinterpretations wP-re few and easily explained. 
~ COI"l'Flaints w:>.....re received about the format of the questionnaires. The closed 
response questions were self-coding and this worked well. Only three responses 
( "Agree", "Disagree" and "Don 't know") were a11~d in the interests of siIrplicity. 
Although this i s more restrictive than a four or five code response, it was felt to 
be more suitable for the age-groups concerned, especially as a free response section 
followed. 
The selection of material for the questionnaires represented the concerns of the CEO 
(syllabus Goals and content), teachers of English, parents, pupils and English sub-
ject heads. Apart from the syllabus CocUJ1lOJlts, the evaluator relied heavily upon his 
fift.een years of e";:>erience of PTA meetings , English departrrent rreetings , Teachers ' 
Centre diSCl.ISsions and countless informal conversations ","ith English teachers. For 
e~le, Q 1.1 (Pupil OJ.estionnaire): "I feel shy or BT.barrassed wnen I have to do 
orals", is relevant to Goal 2 .1.1 of both the HG and OG syllabi, has frequently been 
rrentioned in his own c1assroan by pupils over the years, and is often a talking point 
arrong teachers and parents. Taking only the 65 closed response questions of Section 
A into account, 63% of those questions relate to the syllabus Goals, 52% reflect con-
cerns voicec by pupils in class , and 83% refer to to?ics raised by teachers . Many 
questions are repeated in various ways to check consistency of answc~ing , results of 
which are re::x>rted in the chapters that follm·l. 
Data-processing 
Perhaps the m:::>st unusual application of computer-aided data-processing in this survey 
was the work done on Section B of the Pupil Questiomaire. lbrmally, the corrplete 
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freedan of ccrrrrent allo~d in an open response questionnaire is not arrenable to cam-
puter processing . To take an actual exarrple , Q 1 asks: "What do you like rrost about 
English?" The first pupil in the survey wrote: 
I enjoy reading and discussing the Ireaning of books and poems . Grammar has 
helped Ire to understand the authors and poets better. 
This respcnse shows an appreciation of reading , literature study and granmar. There 
are thus three actual answers given to one question. 
Firstly, a coding frarre had to be drawn up for each of the questions. This was based 
very largely on the type of responses given in the 1986 pilot study, which had a very 
similar Section B (see page 17). A skim reading of the 1988 respcnses showed con-
siderable similarities , plus a few original ideas . From this a fairly ac=ate pre-
diction of the respcnses could be made and a coding frarre devised (Appendix 8.3.2 , 
p.154). For sare questions only three r e sponses were predicted, but for others the 
nt.rrnb<::>J' rose to nearly thirty. Sorre respondents gave one a'1S\\'er to a questi on, others 
as many ·as seven. Once ~he coding was established, each response had t o be read 
carefully and manually coded in the block supplied on the questionnaire . Par-
ticularly striking remarks were highlighted and filed for quotation in the report . 
Oddly enough, with the 247 questionnaires , this did not take very long. 
The result was that the computer could then generate frequency tables and calculate 
percentages of response by the variables of t otal , s~~l, standard , grade, standard 
by school, and grade by school. The sex variable was not used. In this form, the 
information could be used to sU?91ement the responses to Section A, though cross-
tabulations with the data in section A were ruled out because of the totally dif-
ferent logic affecting the responses in the tTM:> types of questions . For a discussion 
of this , see page 59 . 
The BMDP data analysis programme package available at Rhodes University was used on 
the Pupil Questionnaire only , where approximately 19800 i tems of information were 
processed. In Section A, frequency and percentage tables were calculated on the fol-
lowing variables: total , school , standard, grade and sex. Various cross- tabulEtions 
of these variables could then be run for specific purposes. 
'The first of these was to check consistency of answering that might indicate dif-
ficulties ~~th the wording of a question , as well as incidental l apses of concentra-
tion which might warrant disregarding that particular pupil 's responses. It was 
argued, for instance, that \<hoover answered 1 ("Agree " ) to Q 1.1 must consistently 
ansv.er 1 to Q 1. 3, ~at if he ans~cd 2 ("Disagree") he was being inconsistent . '!he 
issue of contradiction is "'tlat is relevant, thus those answering 3 ("Don It mow") to 
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either question were excluded from the calculation. The resulting correlation coef-
ficients were examined for significance and, of the 17 checks run , 82,4% proved to be 
consistent. 
'!he second type of =oss-tabulation involved testing whether the declared Goals of 
the syllabi were being achieved (page 20). '!his also involved cross-tabulating the 
results of different questions and calculating correlations. 
Finally, an analysis by variables of the responses on each of the questions was 
required for general corrrrentary, which produced another set of cross-tabulations and 
statistical correlations to i ndicate significant differences between the responses of 
the groups. 
These applications of camputer-generated statistics are discussed in the relevant 
chapters of t he report. '!hough at times the quantitative data appears prominently, 
it must be understood that it reflec~s only one section of one of the questionnaires 
used and ·has no privileged position within the t otal methodology of this evaluation. 
By the sarre token, it was irnrrensely helpful in charting the general picture upon 
which p=ogressive focusing techniques could be used. 
Terminology and al::breviatiCl"lS used 
1. (boer case: 
The use of a capital letter to begin a v.ord or abbreviation is to denote a 
specific and recurring concept: Goals and Elucidations refers to those head-
ings in the format of the syllabus; Pupil Q~estionnaire is ~articularised as 
that specifically used in the survey, not any such questionnaire; Stds relates 
to a specific variable used in the calculations ""mch denotes a standard or 
yea:: group in a school. 
2. 1\bbreviations: 
A, D and OK: occasionally used to represent IrAgree", I1Disagree" and IIOon't 
knOY.,r" ,,'ithin the context of the guestiormaire. 
HG and ex;: denote a subject on the Higher Grade or the ordinary Grade. 
SG and LG: denote Standard Grade and Lower Grade. 
cm: Cape Education Depart:nent. 
PTA : Parents-Teachers I Association. 
Std(s): standard(s), as in Std 6. 
Q: question, as in Q 1 (Question One). 
p : page 
25. 
3. Rf:porting frequencies: 
Responses to Questionnaire 1 ("J1J;Jree", "Disagree" and "Don It know") are usually 
quoted in the report in an abbreviated form within parentheses, each figure 
representing a percentage, e.g. [90,9 : 7,3 : 1,8). Thus 90,9% of the respon-
dents agreed, 7,3% disagreed and 1,8% did not know. 
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JUNIOR Sff:ONDARY COURSE: ORDINARY GRl\DE: English First Language 
2.1 IN'ffi(D=ON 
From 1 January 1986, the Junior Secondary Course syllabus for English First Language 
Ordinary Grade was introduced silmlltaneously into Stds 5, 6 and 7. 'lhis arrangenent 
caused SOITE perplexity anong teachers of Stds 6 and 7, who had to solve the problem 
of crnpleting a three-year programre in either one year (Std 7) or bo (Std 6). The 
lack of suitable language study textbooks designed around the key concept of 
' language in action' cCl!TpOUllded the difficulties confronting those who had to teach a 
new syllabus rooted in sensitivity to different language registers. 
The regrettable conununication chasm which often exists betv.een Std 5 teachers and 
those of 'Stds 6 and 7 in schools which separate into Junior (utJ to Std 5) and High 
(from Std 6) affected, and continues to affect, the grading and structuring of a syl-
labus that straddles the traditional division of schooling. 
It should be noted that both of the schools in this survey are academically and 
physically so split. Each of the High Schools has a feeder Junior School with its 
own managenent council, principal and staff, operating fram its own carrpus. For this 
reason, the data obtained in this survey is restricted to the Std 6 and 7 years, 
omitting the perspective of Std 5 which is not part of ~~e High School and thus not 
part of the t= English depa..>-tments being evaluated. Accordingly, the picture of the 
OG programre that errerges is not representative of all three levels of the syllabus. 
Sc that future researchers are not tempted to dismiss totally the data gathered in 
this survey, it is =rth pointing out that, in practice, the full range and depth of 
the OG syllabus is explored in the twc years of High School wcrk recorded here. 'lhis 
is certainly within the spirit of the syllabus , which warns against three separate 
year-di\~sions of the material, though its root cause lies in the comparative isola-
tion of the High and Junior School English departrrents. As ideas, information and 
resources are not shared, Std 6 teachers begin again ~~th the OG syllabus, assuming 
that little has been car=ied over from Std 5. '!his tendency to start again is given 
further impetus by the fact that not all the Std 6 pupils COITE from the same Junior 
School. 
Terminology identifying the CEO English First Language syllabi can be confusing. The 
twc schools in this survey offer the Junior Secondary Course on Ordinary Grade only 
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and there is no Lower Grade option given, though a syllabus does exist at this level. 
Fran Std 8 onwards, the Senior Secondary Course is available on three grades: High, 
Standard and Lower. Neither of the tv.o schools offers Lower Grade and this survey 
restricts itself to the studY of the Senior Secondary Higher Grade programme only. 
2 • 2 TIlE ex; SYI.I.!\BU3: <DIlLS AID AIMS: D:Il'I!EREN:ES FIlCM a; 
It is tB~ting to 
sion of HG. This 
assuzre that the ex; syllabus is rrerely a sinplified and pruned ver-
is true in so far 
count the progressive acquisition of 
as the syllabus planners have to take into ac-
English skills by the rraturing adolescent as he 
works towards the final Senior Certificate examination. But it does overlook the 
fact that detailed differences do exist in the deliberate dovetailing of the OG syl-
labus into the tv.o options presented in Std 8 , narrel y HG and SG. 
Ignoring the details of subject matter, some of the differences in Aims and Goals be-
t'i>.een a:; and HG are sUI1Tl'\3.Yised below. These differences have relevance to the Pupil 
Questionnaire as both OG and HG Du~ils were asked to respond to the same questions, 
SOlTe of mich are not applicable to the OG syllabus. Headings and paragraph numbers 
refer to the syllabi (A?Pendices 8.1.1, 8.1.2, p.127). 
GUl!lI\LA!MS: 
HG includes a reference to the tenn "English-across-the-curriculurn" (1.6), but the 
rerraining five Aims are identical to OG. 
Tne syllabi are ve.-y similar in terms of Goals with only one real omissiDn from the 
HG syllabus , namely 2.1.8, mich refers to the appropriateness of certain speaking 
registers . The OG syllabus alsD Dmits 2.1.2 (advice Dn techniques Df DratDry), but 
these issues are clearly inplied in the OG Elucidation of the syllabus (2(d), 2.1.1 
and 2.1.3). The Elucidation alSD inplies that work ShDuld be dDne at OG level Dn 
develD;:>ing the "ability to think inde;:>endently a'1d speak logically" (2 (a) ) , althDugh 
these phrases are Dmitted from C<oal 2.1.2 (OG) . Finally, the Goals cDnce.-ning lis-
tening, although differently expressed in the two syllabi , amount in the context of 
the Elucidation tD much the same thing (HG 2.1.6 and O~ 2.1.5). 
There is a strong similarity bet\\"'een the basic Goals I but the HG syllabus errphasises 
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skills of literary analysis and reading (3.1.1 and 3.1.2), requires sare knowledge of 
literary genres (3.1.6), and draws attention to the "literary heritage" of the 
English-speaking world, including Southern Africa (3.1.7 and 3.1.8). SUbstituting 
for these Goals, the OG syllabus spells out the importance of integrating reading 
"with other aspects of the Syllabus" (3.1.4) and the need for pupils to "respond ef-
fectively to both fiction and non-fiction" (3.1.7). 
In this area, the Goals of the HG syllabus have merely been simplified for OG, e.g. 
4.1.4 and 4.1.5 in HG begin with the words IIlearn to use", whereas the same 
paragraphs in OG are introduced with "be introduced to". In HG, 4.1.3 is anplified 
to include the "demands", "technicalities" and "language" of 'various kinds of 
writing"; and a list of different kinds of writing is appended to 4.1. 6. 
LI\!GOl\GE S'lUlY: 
It is perhaps in this field that the greatest differences are to be found between the 
syllabi. SUnmarised, it w::>uld be fair to say that the OG progranrre concentrates on 
the acquisition of basic grammatical and expressive skills. By contrast, the HG 
course focuses on registers, 'loaded' language, syntax and the use of terminology, 
and includes ,;ork on the development of the English language. '!he five Goals of the 
CG syllabus are reflected again in HG, but a fur+-her eight are added, providing the 
distinction above. Of these, the addition of s\Jl1ll1ary w::>rk (5.1.7) is curious in that 
it does not appear in the CG list, despite the fac~ that 20 marks are allocated to it 
in Std 7 (6.1OG). 
=ATION OF THE SYLLABOS: 
'!he OG Preamble is identical to HG, as are the Language Aims. '!he Goals of Oral Com-
munication are differently w::>rded in the tw::> syllabi, but, rendered down, they arrount 
to very much the sarre thing , although the CG syllabus Elucidation is less detailed on 
technique. '!he Elucidations of the Reading and Literature Study syllabi reveal an 
emphasis in OG on encouraging enjoyable reading, \Vilereas, predictably, the HG syl-
labus seeks a l1'Ore serious a'ld discriminating study inc luding film viewing. Under 
the heading Written Corrrnunication, the differences that exist are few and graded to 
the level of maturity. As ""?eDted, the Goals under the heading Language Study in 
the Elucidations are very different and support the remarks made under this heading 
a!::ove. Again it is Y.Orth pointing out that the ex; Elucidation does not rrention sum-
mary work , although it is apparently to be examined in Std 7. 
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In &miliary 
The Ordinary Grade (OG) syllabus differs rrost markedly from Higher Grade (HG) in the 
following areas: 
1. the skills demanded in the Reading and Literature section are less 
sophisticated; 
2. in OG, the Language Study enphasis falls mainly upon grarrmatical and expressive 
skills , whereas in HG the fc:x:::us is rrore upon register r 'loaded I language, syn-
tax and the acquisition of specialised terminology; 
3. though it is to be examined in Std 7, sunroary =rk is first described in the HG 
syllabus. 
2.3 ORAL CXl!MlNICATION 
:!he popularity of oral =rk is anply vindicated by the responses to both sections of 
Olestionnaire 1, where, for instance, in Section B, oral =rk topped the list of the 
~~gs liked rrost about English (Q 1). In second and third places were reading and 
writing, both 8% bo.JU.nd oral in terms of the 435 responses made. Though more HG 
pupils nominated oral =rk, the difference (4%) is not great. Except at School 2, 
where 7% rrore HG Ptl!?ils voted oral as the rrost pc:pular acti vi ty, ex; and HG responses 
\\Bre otherwise similar . 
In Section A, there was ovprwhelming agrePJ1lent with the statement (1.13): "I pay at-
tention when other pecple do orals in class": [76,5 : 10,9 : 12,6]. In fact, there 
was not one dissenting voice among the Std 7s at School 1 and 89,3% agreed . 
Likewise, the popularity of oral is indicated by the strong disagreement to 1.14: 
"Personally, I don't think that oral =rk in English has helped Ire ITn.lch": [27,5 : 
56,7 : 15, 8] . The std 6 group registered the strongest disagreement (by 44%) and OG 
rejection of the statement was 19% stronger than HG (though this difference is not 
statistically significa~t). 
Ccnsistency checking 
Three separate consistency checks \\~e rllil on Question 1, involving six statements in 
all. tb inconsistencies errerged. 
Firstly, the responses to 1.1 ("I feel shy or arbarrassed when I have to do orals") 
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were cOllpared to 1. 3 ("I enjoy speaking to the >*101e class"). :!he frequency tallies 
below indicate the degree of self-consciousness that afflicts many teenagers called 
upon to perform before their classmates and teacher: 
1.1: 
1.3: 
46,6 
34,8 
44,5 
49,0 
8,9 
16,2 
Carparing the "Agrees" in 1.1 with the "Disagrees" in 1.3, consistency of answering 
is obvious. In fact, the probability coefficient (r) was not significantly different 
from zero. 
Teachers may find this diffidence sorre>*1at depressing, but alrrost 45% disagreed that 
they felt shy, and the Stds 6 and 10 sanples rejected 1.1 by a majority of 7%. It 
was only the Std 7s >*10 agreed fairly strongly (by 15%), and many teachers can tes-
tify to the awkwardness of this age-group in social situations compared to the rela-
tive spontaneity of Stc 65. vhth 1.3, again it \\>a5 Stds 6 and 10 who were boldest: 
Std 10 evenly split at 48%; Std 6 disagreeing by only 6% (DK: 18%). Std 6s are often 
uninhibited enough to "enjoy speaking to the >*101e class" and Std lOs have, through 
>*1at will be called the 'maturity syndrorre', becorre used to it. In Std 8, the "Don't 
knows" arrounted to 31%, Iobich is certainly rrore encouraging than outright disagree-
ffi""'....nt. 
Cross-tabulations of 1.2 ("Orals have helped me to be rrore self-confident about 
speaking in public") and 1.4 ("'Ihrough ... oral ... it is now easier for Ire to · give 
my opinions ... and to stand up and ask questions") showed equally consistent 
results: 
1.2: 
1.4: 
56,3 
45,3 
24,3 
36,4 
19,4 
18,2 
:!he final consistency check involved loll ( "By having to read aloud to others, I have 
learnt to understand the rreaning of a passage better") and 1.12 (UWhen I read aloud, 
I can't. follow the rreaning of what I am reading"). The null hypothesis assurred that 
there would be no significant differences between the responses to the t= questions 
and this was rejected conClusively, showing consistency of answering. Again the dif-
ference bet~en the value obtained and zero was negligible. It ImlSt be reiterated 
(?age 23 ) that, for consistency checking, only the positive and negative factors need 
to be corrpared, when the hypothesis is that a ~)Upil "no answers TRUE to one proposi-
tion lTU.1st, consistentl y, answer FALSE to the ne xt. Thus the I'Don It knows" were 
anitte d fran the cross-t abulation. Consequently I it is possible for anS'io.'ers to be 
statistically consistent even though the frequency tallies show an unexpected result, 
as here both loll and 1.12 are rejected: 
loll: 
1.12 : 
40,1 
32,4 
46,6 
59,1 
verifying the Goals of the ex; syllabus 
13,4 
8,5 
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Despite highly consistent answering, the attempt to verify the Goals of the syllabus 
was not as conclusive as the syllabus planners might have hoped . 
The first test was on Goal 2 . 1.1: 
That pupils speak fluently, distinctly and with ease and enjoynent, acquiring 
poise and confidence in communicating . 
Here responses to the follo\>,'d.ng questiop.s were cOI'l'pared: 
2. . 1: "I feel shy or embarrassed when I have to do orals" 
1.2: "Orals have helped rre to be llOre self-confiden.t alx:mt speaking in publi c" 
1 . 4: lI'Ihrough .. o oral work ... it is now easier for rre. to give my opinions in 
other classes and to ... ask questions II 
'!he "enjoyrrF'Jlt", "ease" 'poise ll and "confidence II factors are examined in these ques-
tions. Though the null hypothesis was rejected in terms of the total s~le , both 
scho~ls and both grades, verification was not so clear in smaller samples (e.g . Std 
6, where 1.1 and 1.2 W"..Ie inconsistently ans;,ered). 
Similar tests ,\~e conducted on Goal 2 . 1 . 2 : 
That pu~ils be able to convey to others their observations, feelings and 
thoughts in an orderly, convin::ing and coherent rrarmer. 
Responses to the following questions were analysed: 
1. 7: "Through oral I<Drk , I have definitely learnt to ""Press my i deas better 
and :m:::>re fluently" 
1.9: '''Ihrough oral lessons, I find I think rore clearly and can organise my 
thoughts better" 
'Ihough a majority of 18% agr~d to 1.7, there was a majority disagreerrent of 9% to 
1.9; and the "Don It know" factor in each question was over 30%. Tnis rejection of 
1 . 9 anc the high "Don't know" response makes verificatio!1 of Goal 2.1.2 rather incon-
Clusive, despite the rejection 0: t.l1e null hypothesis in all but two of the cases 
(Stds 7 and 9). 
The final verification tests concerned the topic of reading aloud: 
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Goal 2.1.4: That pupils learn to show their understanding of the rreaning, feel-
ing and tone of a passage in reading it to an audience. 
This called for the acceptance of 1.11 ("By having to read aloud ... I have learnt to 
understand the rreaning of a passage better") and the rejection of 1.12 ("When I read 
aloud, I can't follow the rreaning ... " ) . The responses to these two questions appear 
on page 31, where the rejection of 1.11 (by 6%) was noted. Despite this (as 
discussed), the null hypothesis was rejected by the total sample and by each sub-
group within it: school, standard, sex and grade. All this supports verification. 
However, a statistically significant difference between the responses of the grades 
was noted with regard to loll: ex; agreed that reading aloud helped in understanding 
the meaning of a passage (A: 52,3; D: 38,5), ""ereas HG disagreed (A: 30,4; D: 52,9). 
Progressive focusing on this p roblem showed that the Std 7s at School 2 were 
unusually enthusiastic about reading aloud, agreeing with loll by 61,5% and disagree-
ing v.':lth 1.12 by 73,1%. By conparison, their counterparts at School 1 followed the 
trend but by 7,0% and 39,3% respectively. One explanation rray be that the teacher of 
Std 7 at School 2 i s encouraging constructive reading aloud in class. 
FUrther abservatians en ex; oral loIQrk 
Continuing the discussion above, the enthusiasm for reading aloud in Std 7 at School 
2 does not appear to extend to the std lOs at that school: loll was rejected enphati-
cally (by 56,5%) and opinions were equally divided on 1.12 (A and D: 47,8). 
'!he written responses of this Std 10 group indicate that it is a capable and articu-
late English class. Wnen their luke"mm response to reading aloud is confirrred by 
t.~e HG rejection of 1.11 noted above, the question arises as to whether increasing 
maturity and sophistication leads to decreasing tolerance for such 'junior school' 
acti vi ties as reading to others. 
Experia~ced First Language teachers are often surprised to find that a pupil who in 
Std 6 seemed to have insurmount able problems "':lth a particular skill, such as spell-
ing, is discovered a few years later to have i.n;>roved drarratically. Similar remark-
abl e inprovernoJlts in speaking and reading skills, as well as writing ability, are of-
ten noted wi thin the last two years of High School. What has happened to change such 
inadequacy into relative competency? 
Were English a 'learning subject' in the sense of having a large core of factual 
knowledge to absorb, one could argue that such a pupil had decided to do some learn-
ing at last. But, at First Language level , English is much more a question of 
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progressi vel y acquiring expressive and analytical skills than of 'slO:)tting up' a body 
of knowledge. 111e second (and tenpting) explanation is to put the irrprovezrent down 
to the perseverance and personal attention of a good teacher or tlO:), but often this 
does not fit the facts. 
In such a case, it is likely that the pupil has sirrply !T'atured. Years of continual 
exposure to and practice of his herre language in increasingly demanding contexts, 
both within and outside of school , coupled with physical and psychological !T'aturing, 
lead by a prcx::ess similar to osrrosis to improverrents of certain expressive skills. 
It is beyond the scope of this study to explore ..t1a.t might be called the '!T'aturity 
syndrcme' in First Language learning beyond recording that scme evidence of it ap-
pears in the survey undertaken . 
It may be, for instance, that the skill of reading aloud is perceived to be less 
relevant and. challenging by HG pupils sinply be:::ause they have , to a greater or les-
ser extent, mastered it wall enough to Co?€ in rrost practical situations. Perhaps 
th:..s explains the difference in response between HG and OG in 1.11. 
A similar pattern errerges when the respcnses to Q.lestions 1. 7, 1. 8 and 1. 9 are con-
sidered. lhis group of questions explores the contention of the syllabus (and =y 
teachers) that oral IO:)rk develops clarity of thought leading to fluency, coherence 
and correctness of both \\1!"itten and spoken expression. In each question, a similar 
kind of tapering effect was noted, agreerrent tending to be highest in CG, uncertainty 
greatest in Std 8, and agreement lowest in Stds 9 and 10. 111e abbreviated table 
below expresses in round percentages these tendencies! 
1.7 1.8 1.9 
Std 6: 56 20 24 40 35 25 55 27 18 
Std 7: 50 22 28 35 43 22 25 43 32 
Std 8 : 31 19 50 33 17 50 31 31 38 
Std 9: 38 31 31 19 50 31 15 52 33 
Std 10: 36 34 30 23 43 34 25 43 32 
Corrparing Grades , it is only with Q.lestion 1. 9 that there are statistically sig-
nificant differences between HG and CG (at the 5% level) , but in all three questions 
the probability coefficient (r) is similar: r = 0,02 (1. 7), 0,03 (1. 8) and 0,02 
(1.9). It is also ;.orth noting that f or both 1.8 and 1.9 a statistically significant 
difference in the responses of the Stds was recorded. 
On balance, it IO:)uld seem that there is a higher cL<>gree of agreerrent from CG pupils 
to the three questions and t.'1is could be the result of the 'maturity syndrare'. It 
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is arguable that the benefits of oral "-Ork are more apparent to ex; pupils, whose 
ability to express themselves both in writing and speech is generally less sophisti-
cated than it is in older children . 
ex; enthusiasm for group "-Ork is evident in the responses to 1. 5 and 1. 6 and it "-Ould 
appear that "-Orking in groups remains popular throughout the High School. Gratifying 
to so~ teachers must be the overall response to 1.6 ("Fran w::>rking in groups, I can 
now co-operate better with others"): [71,7 : 14,2 : 14,2]. As group "-Ork remains 
something of a Cinderella in !lOst High School classrooms, future researchers might be 
interested to explore the indications given above !lOre deeply. 
In sunmary 
1. Oral "-Ork is clearly a very popular canponent of the English curriculum. 
2. No inconsistencies of answering emerged fran the three consiste...,cy checks run 
on Question 1 of ~~e Pupil Questionnaire . 
3. Attempts to verify statistically that Goals 2.1.1 and 2.1.2 (fluency and 
clarity of oral communication) of the ex; syllabus wo-re being achieved were not 
entirely conclusive. Goal 2.1. 4 (reading aloud) appears to be verified with 
the ex; sanple, though there are dcubts about HG. 
46 A degree of self-consciousness about performing in front of the class was 
noted , especially in Std 7. 
5. There is same evidence that appreciation and enjoyment of oral activities 
decreases ",'d.th age , perhaps as a result of the 'maturity syndre>rre'. 
6. Working in groups is apparently enjoyed throughout the High School. 
2.4 RE/lDIN:; AN) LI=ro'ORE STlDY 
Consistency checking 
Seven checks for consistency of answP-ring were run by means of cross-tabulations on 
section A Q.Jestion 3 of the Pupil Q.Jestionnaire. The only anomaly discovered was 
when 3 . 8 and 3.14 we..re catpared. This irregularity was based on an incorrect asswnp-
tion, namely that 3.8 (IIIn High School, I have learnt to read with greater under-
standing of what the writer is actually saying") VtDuld elicit responses opposite to 
those given for 3.14 ("Teachers dig all sorts of things that I can It see out of the 
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books, poems and plays that we study"). In fact, these questions are not nrutually 
exclusive. It is quite possible for a pupil t o answer TRUE to 3.8, as his under-
standing has .inproved and also TRUE to 3.14, sirrply because the teacher has a greater 
insight than he has attained and still sees things that he does not. Thus these tlooO 
questions should not have .been selected for consistency checking .. 
This point becomes relevant when the verification of syllabus Goals cross-tabulations 
are considered. 
Veri£ying the Goals of the 0; syllabus 
Goal 3.1.1 of the OG syllabus seeks "That pupils be encouraged to enjoy reading". 
'!his is the sarre as the HG statement , except that the phrase "skill in reading" is 
dropped. Yet t he concept of "skill" is not emitted from 0;, see Goal 3.1.7: "That 
pupils develop reading skills necessary to respond effectively to both fiction and 
non-fiction".. If th~re is any difference at all, it is a matter of degree only . 0:; 
aims for mere reading effectiveness, whereas HG emphasises "appreciation" and 
"disc!:"ir[lination" (Goal 3.1.2) .. 
To verify these Goals in both 0; and HG, first 3.1 (" I enjoy reading") and 3.3 ("I 
read a lot at hc::xre") ~e cross-tabulated. '!hereafter, to check the acquisition of 
IIskill", 3 . 8 and 3.14 were compared. The problems associated with selecting this 
latter pair of questions for cross-tabulation are discussed above.. So, in trying to 
verify the "skill" aspect, recourse could only be made to the frequency tallies 
r eflecting 3.8 (which asserts that the pupil has learnt to read with greater under-
standing since a~tering High School). The picture is indeed positive: [65,6 : 17,0 : 
17,4] . There are no s ignificant differences betv.'eeIl the Grades. 'fuus, it is tenpt-
ing t o assurre that skills are acquired and the Goal is being achieved, but a second 
or third check of verification would have bso-n desirable. 
On the question of lIenjoyrrent ", there can be no doubt. Pupils on roth Grades express 
high enjoyment of reading , as can be seen from the overwhelming agreement to 3.1: 
[74 , 9 : 15,8 : 9,3]. The figures are almJst identical for both Grades . Reading 
(with Writing) appears as the second TrOst popular choice in Secti on B, where from 455 
responses 21% mentioned reading as the thing that they l i ked mos t about English. 
Here, however, OG enthusiasm was 9% higher than HG. 
I t is interesting to note that the girls in the sample seem to enjoy reading rrore 
than t he boys. In 3.1, for exan;:>le ("I enjoy reading " ) , the figures in round per-
centages are: 
Boys: 
Gi!:'ls: 
66 
80 
26 
10 
8 
10 
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This is borne out in the responses to other cross-tabulations where the null 
hypothesis (that there is no significant difference between the responses of the 
sexes) is also rejected, as in 3 . 3 ("I read a lot at hone" )and 3.5 ("I don It read 
much because of 'IV and videos "). In Question 3, a tendency for girls to be l ess 
decisive was also noticed , e.g. in 3.13, 3.17 and 3.20 the !lOon It know" factor for 
girls was bet"""" 9% and 11% higher than that for the boys. 
Goal 3.1. 3 of both syllabi reads: 
That pupils develop the capacity for c r itical thinking about, and the ability 
to fonn and express their own views on literary w:Jrks. 
Th verify this, cross-tabulations ..ere run on 3 . 10 ("These days I think about what I 
am reading and feel that I could express an opinion on it") and 3.11 ("I often don ' t 
know what to say about what I have read"). Verification would require the acceptance 
of 3 .10 and the rejection of 3 .11. '!hough this W"-s achieved in terms of the total 
sanple and the null hypothesis ",-as rejected (at the 5% level) by both boys and girlS, 
t.l,.ere was a division arrong the Grades, the Schools a.,d the Stds. Ignoring for the 
rnorrent these differences and looking at the frequency tables of the overall sarrple, 
there seems enough evidence to say that Goal 3.1. 3 is verified by the responses of 
the pupils (though with sorre reservations): 
3.10: 
3.11: 
65,6 
25,9 
21,1 
60,7 
13,4 
13 , 4 
'!hese reservations concern the OG pupils where, particularly and understandably , the 
Std 6s are rrore inclined to agree with 3 . 11: A: 38 ; D : 47. '!hei:::" agreerr<'!nt with 
3.10 is 10% lo..er than the average and the number of "Don't knows" is 10% higher . By 
Std 7, the figures have fallen into line with the overall sanple. One would expect 
the Std 6s to be less confident than the Std lOs in f ormulating and expressing 
opinions about literary texts. Perhaps the rrore formal examining of two literary 
texts in Std 7 results in these pupils coming rrore into line with the HG expecta-
tions. The verification tests mentioned above do indicate a difference between the 
Grades. Thus the safest assumption to make is that Goal 3.1. 3 is not fully achieved 
in OG, though encouraging progress is made by Std 7. 
A similar pattern emo-rges in testing Goal 3.1.5 (3.1.4 on HG): 
'!hat pupils expand their expP-rience of life , gain empathetic understanding of 
~ple and develop moral awareness. 
Here the responses to 3.18 (liThe \<,Orks we: have to study are irrelevant to our lives" ) 
and 3.22 ("'Ihrough studying literature, I have learnt about life and human nature") 
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"""e corrpared. The null hypothesis was rejected convincingl y enough by the total 
sarrple , which supports verification, and agreerrent to 3.22 was 46% higher than dis-
agreerrent. Question 3 .23 ("Literature makes us think about what is right and wrong") 
was not used in the verification test and perhaps should have been, as it rrentions 
specifically ''Iroral awareness". Here again there was strong agreement (by 34%). All 
this seems to verify Goal 3.1.5 reasonably well. 
On the other hand, 3.18 (which was used in the test) was not rejected by the total 
sarrple; a majority of 17% agreed that the texts studied were irrelevant to their 
lives. "Don It knows" arrounted to 23%. Perhaps sore respondents did not understand 
the irrplications of the "'AOrk lIirrelevant ". A closer examination of the responses to 
this question follows . At this stage, it is pertinent to point out that, taken in 
conjunction 'With 3.22, the responses from OG result in an acceptance of the null 
hypothesis . This in turn leads to serre doubt as to whether Goal 3 . 1. 5 is verified in 
Stds 6 and 7 fully and, consicering the mc.tUZ'ity level of these pupils, that seems a 
reasonable cO!lclusion. However, the term "irrelevan"':. I I might be the source .of the 
anorraly. 
Question 3.18 was also used in testing whether Goal 3.1. 6 (3.1. 5 on HG) is verified 
by the respondents in the sarrple. Goal 3.1. 6 reads : 
That pupils develop self-knowledge and self-understanding. 
Here liThe works w.=: have to study are irrelevant to our lives II (3 .18 ) was compared to 
"Through studying literature, I have learnt sorlE things about myself" (3.21) . Given 
the aforementioned general agreement (by 17%) to 3.18 (see above) , ane! noting a 
general disagreerrent to 3.21 (albeit by the small margin of 6%) , one cannot claim 
that this Goal has been verified. That on total a'fld by sex the respondents YI~e con-
sistent in accepting the one question and rejecting the other proves only consistency 
of ansVPJ'ing, when the expected p:)larities have been reversed. 'Ihe hypothesis as-
sumed FALSE would be the prevailing answer to 3.18 and TRUE to 3.21. In fact, the 
exact opposite occurred. 'Thus the Goal is rejected overall , except - and this is in-
teresting - Std 10 and Std 6. The table belo,,",1 expresses in round po.....rcentages the 
responses to 3.18 and 3.21: 
Std 6: 
Std 10: 
29 
39 
3.18 
40 31 
43 18 
42 
43 
3.21 
27 31 
41 16 
In both cases, Std 6 reflects a 31% "Don' t know" factor which, 
is to be expected. Their rejection of 3.18 (on i~relevancy) 
allowing f or maturity I 
=uld be explained by 
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the comparative freedom given by the Prescribed Books Committee tc Std 6 selections, 
e.g. any "suitable" poetry anthology may be used and the selection of poems to be 
studied is (unlike St d 10) not prescribed. Thus teachers are comparatively free to 
select material which is relevant to the lives of Std 6s. But the even firmer ac-
ceptance of 3.21 (on self-knowl edge) is not so convenientl y explained. COuld it be 
that the selection of relevant material results in rrore effective study and thus the 
kind of self-exploration that Goal 3.1.6 desires? or, rrore disturbingly (and perhaps 
related to the question of relevant literature), is it simply that High School 
teachers start well with enthusiastic Std 65 and then 'lose 1 them for a few years as 
ennui and adolescent factors s et in? The comparative uncertainty of the Std 10 
response seems to suggest this, as does the overall rejection of 3.21 by the other 
standards. 
FUrther observations on ex; reading studies 
Looking at the res"anses to 3 .16 ( "Most of the books, poems and plays that we study 
at school are not enjoyable"), one finds a strong rejection fran the ex; pupils (by 
between 33% and 36%), the Std 8s are afflicted with their usual confusion, and Stds 9 
and 10 agree by about 10%). statistically, this difference between ex; and HG is sig-
nificant (at the 1% level). This situation supports the view expressed above that 
greater freedom of selection allowed in ex; pennits more enjoyrrent of literature and 
rrore syllabus~ffective teaching. It must also be noted that formal examinations are 
not set in Std 6 on the literature studied and in Std 7 only two of the texts are ex-
amined (canpared to four in Std 10 ) . Freedom could indeed be the key to good teach-
ing. 
Tne factor of "literary heritage" (Goal 3.1.7 HG ) is not relevant to the ex; syllabus 
and thus will be discussed later. 
Before leaving the question of whether the English curriculum leads to fruitful self-
examination, rrention must be made of the resfX=Inses to Section B Q..lestion 11: "Have 
you learnt anything about yourself? Please explain. II 40% of the 265 open-ended 
res:x:mses s tated sirrply, uNo." Yet only 19% of the Std lOs replied negatively. The 
next most popular group of responses (25%) was too diverse to be codified , but a view 
that was expressed several times was that only Jesus Christ could teach you about 
yourself. This type of res"anse was too infrequent to be taken seriously, but it 
does add a new d.i..m:!nsion to the term 'relevancy' in teaChing modern adolescents. 
Also in Section B, the third most popular cry for improvements in the English 
programme (Q 15 ) was for 'more relevant literature 11 (10% of 432 responses). 
In passing , for these issues ~~ll be discussed more fully later , it is interesting to 
39. 
note that Std 6s from the sanple take !TOre books out of libraries than any other 
group (Q 3.2): the average agreerrent to this question was about 19%, whereas in Std 6 
this rose to 49%. '!here is also sorre evidence that the baleful effect of television 
and video viewing on reading eases with maturity. '!he Std 9 and 10 groups rejected 
3.5 ("I don't r ead ITUlch because of 'IV and videos") !TOre errphatically than the younger 
groups. 
The 'maturity factor' is again evident in the responses to 3.9 ("I have learnt to 
judge good "Titing from inferior """rk"). '!his is a stated Goal of the HG syllabus 
(3.1.2), but is omitted from the ex:; Goals, except for a reference to the desirability 
of encouraging critical awareness, given in the ex:; Elucidations (Goal 3.1.3). OVer-
all, there was agreerrent to 3.9 byalrrost 30%, although 27% indicated "Don't know". 
But, if Stds 6 and 10 are compared, the difference is striking: 
Std 6: 
Std 10: 
41,8 
70,5 
29,1 
11,4 
29,1 
18,2 
statistically, when the Grades ~e corrpared, no significant differences emerged, 
though the chi squared value of 7,591 (at 2 degrees of freedom) is very close to that 
required for rejection at the 5% level of significance. Looking at the actual 
frequencies, had Std 8 (whose ''Don't know" factor is 38,1%) been omitted fran the HG 
nurnlJo..rs, it is arguable that a statistically significant difference betw:en ex:; and 
Stds 9 and 10 """uld have emerged . 
Anothe=- question which technically does n"t apply to ex:; is 3 .12 ("Setlo.Qrk essays are 
difficult") . It is only in Std 8 (HG) that set'>Drk essays are required and these are 
of the I stIuct1.Lred I variety I i.e. paragraph headings are supplied. In ex;, pupils ITBY 
write pa=agraphs about their reactions to liter~ry tehts, but these are by no means 
discursive essa:::{s. Conseque.iiUy, the "D.:J:1.'t know" factor in ex; is 8% higher (0 3.12) 
and this rises to 36% at School 1 arrong the Std 6s. 
Q.Iestion 3.13 ("Setlo.Qrk exams pull my marks down") should not technically apply to 
Std 6, "here a lTark for literature is accumulated and not made the subject of a final 
exaJrlination. Hence there is a fair division of opinion arrong the Std 65 here with 
4 O~ recording "Don It kno\>ls 11. Agreerrent to 3.13 is statisticall y rrore significant 
with the HG group (r = 0,01) . 
Furtherrrore, 3 .19 ..nich relates to the HG Goal (3.1.7) : 
That 9UPils deve10? some understanding and appreciation of their literary 
heritage 
is not ap?licable to the ex:; syllabus. In ans""",ing the question "It is pointless to 
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study (historical literature)", OG agreed by 7% and HG disagreed by 10%, a fact v.h.ich 
may have attained statistical significance had Std 8 been omitted fram the HG figures 
(their "Don't know" tally at 19 % is rrore than twice that of Std 10). Certainly, the 
definite disagreement of Stds 9 and 10 was confirmed when the Stds were cross-
tabulated. 
1. Seven checks on consistency of ans~ing sho~d only one anomaly, caused by the 
incorrect assurrption that staterrents 3.8 and 3.14 of the Pupil Questionnaire 
were mutually exclusive . 
2. Five Goals of the syllabus were checked statistically for verification and 
produced the following results: 
3.1.1 (enjol~t of reading): verified on both CG a~d HG; 
3.1. 7 (reading skills): inconclusive, because of the problems associated with 
Q 3.8 and 3.14 (see above) ; 
3.1.3 (critical thinking): verified, but not convincingly so with the OG 
pupils, especially the Std 6s ; 
3.1. 5 (learning about life and human nature): verified, but with sorre reserva-
tions about the OG pupils; 
3.1.6 (self-knowledge): not verified. 
3. Girls, in this s~le, enjoy reading more than boys. 
4. At CG level, the texts studied are apparently enjoyed and are successful, per-
haps because of the greater freedom allowed to teachers to select relevant and 
stimulating material wi. thin the system of prescribed t~ts. 
5. Some evidence errerged t!1at the effect of television and video viewing on the 
tirre given to reading eases with maturity. 
6. The Std 65 in the sanple use libraries rrore thaY'} any other group. 
2 • 5 WRITIEN CCM-lUNICATION 
Consistency checking 
Four checks on consistency of answering were run on Section A Question 2 of the Pupil 
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C\lestionnaire~ '!hese involved analysis of six of the fourteen questions. 
Question 2.7 ("Carposition =rk i s boring") was cross-tabulated with 2.1, 2.2 and 
2.3. These three questions explore attitudes towards different types of writing , 
namely subjective, narrative and discursive. Each statement begins with the lNOrds "I 
like .... .. ", except for 2 .. 3 which s ays "I enjoy giving my ideas aOOut things ".. '!he as-
sumption was that a pupi l who liked any of these types of writing would not a lso 
claim that cOI'rpOsi ticn YwUrk was boring .. 
Looking at the frequency tallies , 2 . 7 is rejected by 32% , i.e. carposition is not 
seen to be boring, a fact borne out by recourse to Section B where writing received 
alnost the same arrount of support as reading (only 8% behind oral) in the three ac-
tivities liked rrost in English. However , 2.1 ("I like writing about myself and 
life " ) provoked slight disagreerrent (by 4%), whereas the remaining t= questions, 2.2 
( "I like inventing stories and characters ") and 2.3 ("I enjoy giving my ideas about 
things II ) I showa:d oVeI."'\\i1elming agreo-1I'ent: 
2.7: 25,S 57,S 17,0 
2 .1: 41,7 45,3 13 , 0 
2.2: 73,7 21,S 4,9 
2.3: 74,1 13 , 8 12,1 
But the cross-tabulati ons produced sane curious results .. When the "OOn It know" fac-
tor was removed for consistency checking (see page 30), the answers tc 2.7 proved to 
be inoonsistent with the responses to both 2 . 1 and 2.3. The only case in which the 
n~l hypothesis was rejected involved 2.2 . This gives a clue as to what might have 
gone \I.'rong .. 
Q.lestion 2 .. 7 uses t he term "conposition work ".. It is possible tl1at this non--defined 
term, vklich was meant to include all kinds of writing, was interpreted as ''Writing 
stories I , i.e. narrative writing. This \o.'Ould not be surprising , particularly arrong 
the younger respondents \\ho have been used to writing stories since Sub A in their 
"Canposition Books". It is argued that cOlrposition is so often associated with nar-
rative writing that 2.7 could have been interpreted as 'Writ ing stories i s boring'. 
Thus a strong rejection of 2.7 w:ould be consistent with enphatic agreement t o 2.2 ( "I 
like inventing sto:::-ies and characters ") . 
If indeed this is the case , then 2.1 , 2.2 , 2.3 , 2.4 (poetry) and 2.7 might have come 
to be regard~d as a lis~ of different types of ~Titing (with one repetition : 2 . 2 and 
2.7) from which pupils could pick ~nat they liked mcst as if rating them on a scale. 
It would then beccxne rreaningless to lCX)k for consistency between anything other than 
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the two narrative items, "cooposition WJrk" and "writing stories ll • 
It is submitted that this is what has happened. 'Ihe frequency tables, thus inter-
preted, si..rcply reveal that narrative and discursive writing are top of the list, and 
subjective writing and verse are least preferred. This matter again draws attention 
to the difficulties involved in applying statistics to non-defined concepts in ques-
tionnaires simplified enough to be accessible to a ra~ge of age-groups. 
'Ihe final check involved 2.10 and 2.13, which both assert that practice in writing 
iIrproves expression of ideas. No inconsistency of ans~ring was noted and the null 
hypothesis was rejected. 
Veri£ying the Goals of the e.G syllabus 
As noted before (page 28 ) , the Goals of the HG syllabus have beo-rr slightly simplified 
for 0:; . Goal 4.1. 4 0:; reads: 
'Ihat pupils be introduced to elerrents of style such as reg ister, diction, tone, 
syntax , denotation and connotation, and the use of literal and figurative lan-
guage . 
In HG the phrase ''be introduced to" is repl aced with "learn to use ". '!he achievement 
of these Goals was tested 'by cross-tabulating the responses to Questions 2.8 
('''Ihrough practice in writing , I can now set out to create a special effect, e .g. a 
rrood, an em:::>tion , . .. etc.") and 2 . 9 ("I always seem to write in the sane kind of way 
and in the sarre style n) • 'Ihe assurrption was that the answers would be different . 
'Ihe null hypothesis was in fact rejected by the total sanple, both schools and 0:; 
(not HG) , which suggests a dLogree of verification. However , the picture is clouded 
by the fact that there was 28% oore agreerrent in 2.9 t.'>an disagreerrent , whilst 2.8 
also sho"",d very high agreo..nent (by alIrOst 46%). 'Ihe high agreerrent to 2.8 and the 
cross- tabulations for OG indicate verification of the Goal for Stds 6 and 7, espe-
cially as the Std 6s were very evenly divided on 2.9: [41,8 : 40,0 18,2 }. yet, 
looking at the total sanple, the anomaly of the 28% agreerrent to 2 . 9 seems to suggest 
that the respondents did not grasp the relationship bet"",en 2 . 8 and 2.9 . Perhaps the 
\<Ord "style " was not understood; or creating special effects was not seen to be dif-
ferent from writing "in the same kind of wayl1. In defence of the ~rding of these 
questions, it is difficult to render Goal 4.1.4 into sarething specific and simple 
enough to be understood by thirteen-year4:)lds. 
There was no ;:>roblem wi th Goal 4.1. 5 : 
That pupils be introduced to (use 
coherence. 
HG) sare of the devices of cohesion and 
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'!his was tested in 2.10 and 2.13, which assert that practice in writing has helped 
"to express my ideas better" (2 .10) and "to think and write rrore clearly" (2.13) . As 
noted before, answers to these questions were consistent. Further cross-tabulations 
did not throw up any ananalies in terms of the sub-groups School, Std, Sex and Grade. 
TI1e frequency tallies confinn an average 37-39% agree.ment over disagreerrent. '!hus 
Goal 4.1.5 is clearly verified. 
FUrther cbservations en a; writing w:rrk 
Differences between the responses of a; and HG pupils were obvious in Q.Jestions 2.1 
to 2.4 of the questionnaire. In surrmary , the older pupils preferred the challenges 
of subjective and discursive writing (2 . 1 and 2.3) and were less interested in narra-
tive and poetry (2.2 and 2.4). 
More specifically, these trends can be seen in 2.1 ("I like writing about myself and 
life") "here Stds 6, 7 and 8 disagree by between 7% and 20% majority over the agree-
rrents, \'lhereas both Stds 9 and 10 agree ",d.th t.~e proposition (by 19% and 5%). HG 
pupils agree as a group (by 7%) and a; pupil s disagree (by 16%). Statistically, the 
differences are not large enough to be significant. 
Yet the trend i s again seen in the ansloP--.rs to 2.2 ("I like inventing stories and 
characters") . Here the cegree of agreement wanes in an a.l.nost perfect progression as 
one noves up the school: 
Std 6: by 73% 
Std 7: by 59% 
Std 8: by 62% 
Std 9: by 40% 
Std 10: by 23% 
OVer one third of the total sanple of pupils agreed that they liked writing poems, 
though the disagreement factor was 20% higher than agreerrent: [36,0 : 56,3 : 7, 7J. 
It was the Std 6 group .no sho,,~d the most enthusiasm for "Titing poe~ : [45,0 : 44,0 
: 11 , OJ. Yet the Std 7s mirrored the overall picture above . HG generally showed 
more ern?hatic disagreement. 
Poetry appears to be a less daunting concept to Std 6s, .nose comparative lack of in-
hibitions and greater freedom (both in terms of pressure and syllabus) might be the 
obvious explanatio!1s. But teachers ought to take note that. in this sll....'>"Vey al.rrost 30% 
of the Std lOs were still keen on w::iting poetry . l>'<my might also be surprised to 
learn that there were no statistically significant di!£erences between the sexes with 
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regard to poetry writing. lliough 10% rrore girls agreed with 2 .4, there ~e rrore 
boys who oould not decide: 
Boys : 
Girls: 
29,9 
39,4 
59,8 
54,5 
10,3 
6 ,3 
On the other hand, boys distinctly disagreed with the proposition that they liked 
writing about themselves and life (by 20%), whilst the girls tended to agree with 2.1 
(by 5%). 'file difference, however, was not large enough to be statistically sig-
nificant. 
Q.lestion 2.5 explores the effect of television and videos on writing: "I often bor-
row ideas from TV, videos , etc. because I don It know ""nat to write". Here again a 
clear trend errerges in relation to age and ma.turity. OVerall, disagreement is clear: 
[30,8 : 55,1 : 14,2J. B.lt, by Grade, OG disagreerrent is only 5% higher than agree-
ment, whereas with HG it is 39%. This was found to re stat.istically significant at 
the 5% level. By Stds, the significance is clear at. t.'e 1% level. 
'file younger pupils t end to agree far more than the older pupils: Std 6 disagreed by 
11% and the Std 7s were equally divided. But the Std lOs rejected the proposition 
veherently: [4,5 : 88,6 : 6,9J. Std 8 was fairly divided, but in Std 9 rejection was 
strong (by 29%). 
Similar opposition to the influence of television is seen in 3.5 and will be dis-
cussed in the HG chapter. OG pupils are apparently nore inclined to watch television 
and are more susceptible to its influences. But one cannot rule out the possibility 
that, over the years , training in the c lassroom on how and what to write frees pupils 
frQ~ reliance upon outside sources for ideas. 
Some",1f1at disturbing was the Std 6 reaction to the idea that "COiTpOsition work i s 
boring" (2 .7). Schocl 1 rejected this strongly (by 60%), but School 2 accepted it 
(by 20%). On balance , up to one third of the Std 6 sample was inclined to agree, 
which i s higher than the average . This matter will be discussed nore fully when the 
schools are compared. 
Teache=s often believe that practice makes perfect, so that more prac~ice in writing 
,,>ill irr9rove a child's spelling and graJ11ffi3r (2 .11 ) . OVerall, there was strong agree-
ment for this idea (by 42% ) , but there were significant differences in the reactions 
of the Stds that tend to support the 'maturity synctrane I hypothesis. CDl'l'?are Std 6 
to Std 10: 
Std 6 : 
Std 10: 
83,6 
38,6 
10,9 
38,6 
5,5 
22,7 
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Perhaps by Std 10, grarrmar and spelling have iIrproved enough for those pupils to be 
undecided as to whether writing practice is helping at all. 
Of the components of the English curriculum, written Communication (composition work) 
is arguably the nost controversial, eliciting strong views from parents, pupils and 
many harassed English teachers. SOrre of the problems will be discussed when Written 
Communication as it relates to HG is explored. 
In sumnary 
1. Consistency of answering checks were plagued with further problems arising from 
the terminology employed in the statements of the Pupil Questionnaire. 
Clearly, the term "composition work" was variously interpreted in 2.7. Only 
one consistency check indicated no anomalies. 
2 . Like",rise, attempts statistically to verify Goal 4.1 .4 o£ the syllabus were un-
successful for =easons of terrrinology , occasioned by trying to translate 
"elerrents of style" and other jargon into language siIrple enough for Std 6s. 
Yet, enough evidence errerged to indicate that, for ex; at least, Goal 4.1. 4 was 
verified by the sample. No problems errerged with Goal 4.1. 5 (devices of cohe-
sion and coherence) and, in the sample, it appears to be clearly verified. 
3. Older pupils apparently prefer subjective and discursive writing, whilst ex; 
pupils show more interest in narrative forms. 
4. Over one third of the sam?le indicated their enjoyment of ~~iting poo-ms, even 
in Std 10. 
5. P~ain same evidence e~ged to suggest that television and vid-QQS have a lesser 
effect upon the work of older pupils. 
6 . It se~~ that practice in writing may improve spelling and grammar in the 
younger standards, but the Ima::'urity syndrorre' renders this doubtful by Std 10. 
2 • 6 IMGJJ\GE S'TIIDY 
Consistency checking 
To check for consistency of answering, the responses to Questions 4.1, 4.2 and 4 .3 
(which make three positive claims aOOut the value of corrp:!:'ehension w:Jrk) \oF'Je com-
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pared to 4.4 of Section A of the Pupil Questionnaire: "Corrprehension work has not ac-
tually taught rre anything - like a =ossword puzzle, you can either do it, or you 
can It". '!he cross-tabulations sho~d very high consistency of answering. 
Verifying the Goals of the ex; syllabus 
Differences between the HG and ex; syllabi as regards Language Study are slll1m'!d up on 
page 28. '!hese differences errerged clearly in the survey. Parts of Q 4 of the ques-
tionnaire understandably do not apply to both Grades. Specifically, 4.10 and 4.11 
have no direct relevance to the OG syllabus and were included in order to verify Goal 
5.1.6 HG, discussion of which follows in the next chapter. 
However, Goals 5.1.1 ex; and 5.1. 2 HG are broadly similar: 
'!hat pupils increase their ability to comprehend language in action (ex;); 
That pupils im?rove their cQ~rehension in reading and listening (HG). 
&Jth refer to what the questionnaire terms "corrprehension work". To verify these 
Goals, 4 . 1 ("Comprehension work has taught rre to read carefully") and 4 . 2 
1 "Corrprehension work has taught Ire to think about what I am reading") were cross-
tabulated . In all cross-tabulations run, the null hypothesis was rejected emphati-
cally and the frequency tallies obtained attest to the respondents' appreciation of 
the value of c onprehension v.ork: 
4.1: 
4.2: 
74,9 
81 ,0 
17,8 
13,8 
The Goal seems to be verified conclusively. 
FUrther observations on ex; language study 
7,3 
5,3 
Formal grammar is strongly defended by the ex; group. There are two possible reasons 
for this . Firstly, the ex; syllabus lists a large amcunt of grarrmar which should be 
mastered and, consequently, the OG classes budget more time for studying such things 
as It ••• parts of speech, phrases and clauses, transitive and intransitive verbs , con-
cord, direct and reported speech, tense, active and passive (voice) , etc." (4 . 5 = 
note). 'Ihe second reason i s probably the 'maturit.y syndrorre I. OVer the years, pupils 
acquire basic gramrratical skills in the same way in which they improve their spell-
ing, natnely by a gradual process associated ..... >ith maturity. This comes about with 
years of exposure to and practice of written, oral and reading skills in all kinds of 
contexts, formal anc infonnal . Thus, by Stds 9 and 10, pupils are likely to be less 
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convinced that "Grarrmar lessons have hel ped Ire to write more correctly" (4 . 5) and 
more incl ined to the view that grammar is a bore, or is pointless. 
'lhllS statistically significant differences are to be found in the responses of the 
t= Grades to 4.5 (above), 4.6 ("Through grammar lessons, I can now see what my 
teacher means when he corrects my composition errors ll ) and 4.7 ('IGrarrmar lessons 
repeat the same ol d thing year after year " ) . 
Std 6 enthusiasm for the claim that "Granmar lessons have helped rre to write more 
correctly" (4.5) must be gratifying to many teachers who labour hard with =ncepts 
whose relevance they themselves often doubt: [90 , 9 : 7 , 3 
the keenness seems attenuated somewhat : [57,4 : 31,5 
1,8]. By Std 7, however , 
11 , 1]. By Stds 9 and 10 , 
there is an almcst equal number agreeing and disagreeing. The figures for both Std 
and Grade were found to be statistically significant at the 1% level: 
cx;: 
HG: 
74,3 
46,4 
19,3 
38 , 4 
6,4 
15,2 
Questi on 4 . 6 produced very similar results. 1lgreement was general with no group 
disagreeing: 
% of A over D 
< ) 
St d 6 : 65 , 5 
Std 7: 44 , 5 
Std 9: 17,3 
Std 10: 27 , 3 
By Grade , di::ferences 'w""'...-re significant at the 5% level , ex; agreeing rrore strongly. 
That the grammar syllabus is tiresomely repetitive from year to year was accepted 
without a dissenting group (4 . 7). M:lst Stds produced figures close to the overall 
average : [67,2 : 23 , 5 : 9 , 3]. Std 6 showed least agreo-ment (by 42%) and Std 10 most 
agreement (by 52%). But , when the Grades were cOI"1'pared , the differences became 
statistically significant with HG showing much stronger agreement: 
0::;: 
HG: 
59,6 
73,2 
24,8 
22,5 
15,6 
4, 3 
Tr~s pattern is to be expected, given the nature of the syllabi. 
Pupils often complain that English grammar is difficult (4.8) and, overall, this 
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premise was supported by a majority of 41%. Agreerrent , however, was lo""st in Std 6 
(by 25%, with 24% "Don't knows") and highest in Std 8 (by 55%, with 7% "Don't 
knows"). After the first year of the HG syllabus , agreerrent decreases in Stds 9 and 
10 to the average , presumably as pupil s become femiliar with the new emphasis. 
Again Std 6 support for grammar is seen in 4 ~ 9: "Grammar is seldom any use for 
exams" . At Sch=l 1, there was zero support for this proposition and 92% objected to 
it . '!he t"", Std 6 groups together showed disagreen-ent by 74,5% , but by Std 7 this 
had dropped to 38,9%. It I1U1st be pointed out that Std 7s spend more tine on master-
ing 'sebork' analysis (examined for the first tine that year) than Std 6s. I t w:mld 
follow that examinations in Std 6 are largely language orientated and that grammar 
\I.Ould form a large part of these. 
CUestions 4.10 and 4.11 focus on ' loaded language ' - the language of persuasion - and 
how Ilwri ters can manipulate people II, as well as consideration of the author ' 5 
"purpose II ( intention) in w!."iting. This is HG material, which explains the high 
"Don It know" factor in the responses of Stds 6 and 7 (28% to 39%). It is doubtful 
whether the Std 6s understand the inplications of 4.10 and so their agreerrent was 
comparatively tentative: 
4 .10 : Std 6 : 
Std 10: 
4.11: Std 6 : 
Std 10: 
49 
75 
31 
57 
15 
18 
40 
27 
36 
7 
29 
16 
Reactions to 4.12 ("I carmot see the point of surnnary workll) \>.ere pa...rticularly il-
luminating, especially as they concern the t¥.O schcx::>ls . 'Ihis point 1,o,ill be taken 
fu..rther in a!1other chapter, but, as regards the res;x::mses of the Grades, a stati sti-
cally significant difference was noted , which merits short discussion. 
As noted before (page 28) I surnnary W-)rk is not actually itemised in the ex; syllabus, 
yet Std 7s are eX?€Cted to be examined on i t (for 20 marks) . The Inew syl labus I 
textbooks v,hich have become available locally for Language Study i nclude sections on 
different types of surma....ry work . The result is t hat sumnary work, while rather vague 
in Std 6, is ce::-tainly launched in eler.entary fashion during Std 7. It is probably 
this tentative approach in CX:;, occasioned by an ambiguity in the syllabus, that ac-
counts for the comparative uncertainty compared to HG. Furtherrrore, it rrn..lst be 
realised that summarising successfully is a rrature skill, ~nich is more ~alatable to 
senior pu?ils and more :-elevant to t.heir irrrrediate study needs in other subjects. 
Thus disagr€p~nt was much higher in HG: 
ex; : 
HG: 
33,0 
28,3 
52,3 
67,4 
14,7 
4,3 
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'!he final question suggests that "Language exams are rrore entertaining than useful in 
testing what v.e mow" (4.13) . Here the oonparative reluctance of the girls to make 
up their minds recalls similar wavering in Q 3 (page 36: 3.13, 3.17 and 3.20). Girls 
were less inclined to agree to 4.13 than boys and, although the differences were not 
statistically significant, the tendency remtins interesting. Perhaps it is not in-
decisiveness so much as greater tolerance or greater insight that explains the female 
hesitation, a point which future researchers ~ght be interested to investigate: 
4.13: Boys: 
Gi.::"ls: 
35,6 
22,5 
47,1 
46,2 
17,2 
31,2 
1. Consistency checY.ing sho~d no anomalies in the ans\>.eI"ing of the questions . 
2. Goal 5.1.1 (on comprehension) was conclusively verified in the survey. 
3. The efficacy of gramnar teaching was strongly defended by the ex; group, but the 
HG sample was less enthusiastic. 
4. The gramnar syllabus "'as found to be tediously repetitive by all groups. 
5. Skills of summarising were be~ter app~eciated by the older pupils. 
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CHI\PlER 'llIREE 
SENIOR SEDJIDARY COURSE: HIGHER GRl\llE: Engl ish First Language 
Although the Senior Secondary Course HG syllabus for English First Language was also 
introduced into schools frcrn 1 January 1986, unlike the Junior Secondary Course syl-
labus, it was not t o appear simul taneously in all three years of the HG course. In-
stead, it was only the Std 8s who confronted the new syllabus in 1986, Stds 9 and 10 
remaining on the 1973 syllabus. 'Thus it was t..lU.s sarre generation of Std 8s who 'lNere 
to write the pioneering senior Certificate examination on the new syllabus at the end 
of 1988. It follows that it was not possible t o conduct an illuminative evaluation 
of the 1986 syllabus until 1988 , .hen, for the first titre , all three years of the 
Senior Secondary phase ""uld be occupied \;ith the new syll2bus . A-"Cordingly, this 
stL-vey was timed for the middle of 1988 . 
It is worth pointing out that by that stage the Std lOs had exp"'Jienced t "" and a 
half years of the new HG syllabus and the Std 8s had been through t"" years of the 
new ex; syllabus and six IrOnths of HG. 
Perhaps, more than any considerations of mid- adolescent tunroil, it is this l ast fac-
tor of brief acquaintance with a syllabus that i s in rrany ways very different i n em-
phasis frcrn ex; that acoounts for the striking indecisiveness and carparative confu-
sion of the Std 8 responses . Throughout the survey, the Std 8 group appears rel uc-
tant to cornnit itself on key issues and, at ti..rrEs, their high "Oon 't know" response 
blurs the statistical significance of otherwise clear HG trends. An example of this 
has been discussed on page 39 of the previous chapter and concerns reactions to 3.9 . 
Another group which errerges through the survey as being somewhat negatively out of 
step is t.."e Std 10 class frcrn School 1. 'lhis problem will be investigated fully in 
the chapter on the schools. Suffice it to say that , in a comparatively small- scale 
survey such as this, the presence of a maverick grout' can blur the clarity of the 
pi cture. '!he reactions of this class are very different in many cases fran the other 
classes in School 1 and are often stri kingly clifferen.t fran their counterparts in 
School 2 . 
It is not necessary to repeat the distinctions between the OG and HG syllabi, as 
these are s~ised on pages 27 and 28 of the previous chapter. Likewise the con-
sistency of ans'Wl"'....ring tests have been fully discussed under the relevant headings in 
that c ha?ter . Verification of the syllabus Goals have in almost every case also been 
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presented in Chapter Two. None of these will be repeated. This chapter rrust , 
however , be read in conjunction with the OG section as many points affecting the HG 
situation are raised there . 
The 1986 HG syllabus was first examined at Senior Certificate level in 1988, which 
was the t:iJre when this survey was undertaken. As at that s t age the Std 8s had only 
w::>rked with the syllabus for six months , this may account for their corrparative in-
decisiveness in responding to the Pupil Questionnaire. 
3 • 2 ORAL <:C.foMJNICATION 
Discussion of the cross-tabulation of 1 . 2 (1I0rals have helped me to be more self-
confident about speaJung in public") and 1.4 ("Through doing oral "Drk in English , I 
find it is now easie=- for me to give my opinions in ct"'....her classes and to stand up and 
ask questions II ) of the Pupil CUestionnaire is presented on page 30 , but what is not 
shown is the surprising lack of confi dence displayed by the Std las in answer to 1 . 4 . 
Having displayed the strongest agreerrent of any group to 1. 2 (by 43%) , the Std las 
actually disagreed with 1.4 (by 2%) and one quarter of them could not decide . The 
only other group to mirror this reaction (almost exactly) was the Std 8s , whose 
agreement to 1.2 hac been much more tentative. 
'Ihe tu1certainty of Std 8s generally has been carmented upon , but it is difficult to 
explain why the Std 10 group , whose maturity is nonnally very obvious, is unsure 
about voicing opinions and asking questions in other classes. Of course it is pos-
sible that they focused on the words "Through doing oral work in English" and 
rejected 1.4 on the grounds that their abundant self-confidence had nothing to do 
with English lessons. But, if this is how they interpreted the question , it is 
clearly out of step with the next age-group, the Std 9s, whose degree of agreement to 
both questions is similar. The results of the consistency test do not support any 
diversity of interpretation of the questions . It remains puzzling, as classroom ex-
perience certainly negates the notion that Std las struggle to raise the confidence 
to asy. questions and voice opinions. 
A classic indication of the dilemmas and indecisiveness of Std 8 - and this time it 
can hardly be attributed to brief acquaintance with the syllabus - is seen in their 
reaction to 1. 3 ("I enjoy speaking to the whole class"): [21 , 4 : 47,6 : 31 , 01 
(average DK = 16,2). Questions 1 . 7 , 1 . 8 and 1.9 assert that oral encourages clarity 
of thinking, fluency of expression and correctness . Here again the Std 8s recorded 
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the highest level of "Don't knows": 50% in 1.7 and 1.8 (18% above average); 38% in 
1.9 (8% above average). 
In swmary 
1. An unexpected diffidence and lack of confidence emerged from the Std lOs in 
connection with asking questions and voicing their opinions in other classes . 
2. A clear example of the indecisiveness of the Std 8 group was not ed. 
3 • 3 RElIDIN.; Am LI'lERATURE S"IUlY 
'!he HG responses to this section of the Pupil Q.lestioT1n.aire are characte=i.sed by a 
gratifying rnatu=ity of attitude shown b:r the Std lOs and, as before, p""'-rplexity 
amongst the Std 8s. 
It is very encouraging to note that Std l Os were the most enthusiastic respondents to 
3.1 ("I enjoy reading"): [88,6 : 11,4 : 0, 0 ) . '!his is despite the many preoccupa-
tions of the matriculation year . To underline the p:::>int, it was again the senior 
classes (and Std 6) who ciaimed the highest agreement to 3.3 ("I read a lot at 
hone " ) , with 64-65% of Stds 9 and 10 agreeing . This reading does not, according to 
the Std lOs, extend to a preference for magazines and light reading as opposed to 
'''ocx:>ks ll (3 . 6). Again the Std 10 opinion was the rrost errphatic of all. fue rejection 
from Stds 9 and 10 of 3.5 ("I don I t read rruch because of 'IV and vicL.oos 1/) was about 
50% higher than the agreements (see pages 39 and 44). Perhaps the twin factors of 
matriculation pressures and maturity of discrimination explain the Std 10 disenchant-
ment with the largely puerile fare available on the small screen. 
Though not statistically significant, it is interesting to note that the boys in the 
sample claim more parental encourag~~t to read than the girls do (3.4) and also 
claim to have more books at home (3 . 7): 
3.7: Boys: 
Girls: 
80,5 
68 , 8 
16, 1 
23,7 
3,4 
7,5 
Yet the girls enjoy reading more than the boys (see page 35-6). Is it that boys are 
naturally less inclined to read, so that their parents have to encourage them more? 
Returning to the problems of Std 8, it may be L~at their disa?pcinting responses to 
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such questions as 3 . 8 (..... I have l earnt to read wi. th greater understanding .. . ") 
and strong agreerrent with the view that teachers " .. . dig ... things that I can't see 
" out of literary texts (3 . 14) result from the prescribed literature that they 
have to study, particularly perhaps the Shakespeare play. It is noteworthy that of 
all the groups the Std 8s agreed rrost strongly with 3.18 ("fue works ;,e have to study 
are irrelevant to our lives") and with 3 .19 ("It is pointless to study bo:::>ks, poems 
and plays that ;,ere written many years ago " ). Conpare the attitudes of the Std lOs 
to these questions: 
3.18: Std 8: 70,0 15,0 15,0 
Std 10: 38,6 43,2 18,2 
3.19: Std 8: 52,4 28,6 19,0 
Std 10: 25,0 65,9 9,1 
Out of all the suggestions made by Std 8s to ~rove the English ?rograrnrne at school 
(Section B, Q 15), the first plea w-as for more relevant literature (lO,4%) and the 
third rrost frequent request "'as to ban the study of Shakespeare (7,5%). But the 
anti-Shakespeare lobby was restri cted only tc School 1. By conparison , a negligible 
number of Std lOs suggested ousting the Ba=d (1 ,0% ) and this request carne exclusively 
from School 2. Suffice it to say that the value of the prescribed selections is less 
apparent at Std 8 level , where it is arguable that grasping Elizabethan English could 
be a problem. 
Discussion of the verification of the syllabus Goal 3.1.3 , pB-~~cularly as it ap?lies 
to OG, is to be found on page 36, where the cross-tabulation results of 3.10 and 3.11 
are presented. What does not errerge clearl y from that discussion is the fact that 
the Goal of "critical thi..nking" and expressing "their own views on literary works II 
can be regarded as verified in the case of Std 10, "TIich was the only Std group to 
reject the null hypothesis. HDI<8ver , the group was split in terms of schools with 
SChool 1 demurring. 
In re~rospect, 3.15 ( ''Literature is there for enjoyrrent; it shouldn't be studied") is 
too much of a leading question to be taken seriously. If teenagers are given the 
choice between 'studying' something or just 'enjoying' it, their vote is highly pre-
dictable. It is arguable that if "Maths" or "Sc ience l1 were substituted for 
"Lite rature" the results lMJuld have been the sarre, namely strong agrea.....rrent. In the 
case of 3.15, this is strongest in Std 9 (by 50%) and weakest in Std 10 (agreerrent by 
13 %) . If there is any encouragerrent to be taken from this, it is perhaps that the 
school-leaving group is beginning to grasp the richness of education. Again the 
school factor is interesting (disagreement at School 2 in Std 10) and will be dis-
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cussed later. The responses to 3.17 ("Setwork lessons are boring") fit the same 
IrOuld. Although ex:; disagrees and H:; agrees , the differences are not statistically 
significant, possibly because of the high "Don't know" factor in ex:; (21,1%). 
Goal 3.1.8 of the HG syllabus mentions the study of "literary '-Orks from Southern 
Africa". '!hough this Goal is not reflected ac=ately in 3.20 ("I prefer to study 
South African literature"), as the Goal goes on to rrention other non-British sourced 
literature including translations and specifies "Southern" not South Africa , the 
responses are interesting: [16 , 6: 59 , 1 : 24,3]. The "Don It know" factor rises to 
30% in one group and this seems to indicate that little South African literature is 
in fact studied. Disagreement is highest in Std 10 (by 60%) with only 14% "Don ' t 
knows" • By this stage of their careers, these pupils may have studied a f ull length 
novel in HG such as '!he Beadle , may have net Pauline Sni th again in a short story an-
thology (perhaps reading The Pain) and have encountered a small number of South 
African poems since St d 8. The ex:; fare may have included SOITE Herman Charles Bosma..'1 
and a few poems. Clearly, none of this has i..rrpressed the Std 10 group and the ques-
tion arises again as to Whether freedom to select texts for study migh~ not result in 
more effective teaching than the present system of prescriptions in HG. Of course , 
teachers seeking nore 'rel evant I Southern African literature to offer to ffi pupils 
are likely to enter a politically sensitive area - sorre will remember the debacle 
that ensued when an atterrpt was maCe to introduce an Athol fugard play into the HG 
prescriptions same years ago~ With the current political debate in South Africa, it 
is quite possibl e that more will be done to bring conterrporary South African writing 
into the classrooms of state schcx::>ls and thus, perhaps, the prejudice against in-
digenous literature will be eased. 
Discussion of 3.18, 3.21, 3 . 22 and 3.23 in the light of syllabus Goals 3.1.5 and 
3. 1.6 ex:; (3.1.4 and 3.1.5 HG) is to be found on pages 37 and 38. '!hese questions 
probe the relevance of literature to the personal development of the pupils. Here it 
is perhaps sufficient to point out that the Std 10 responses are , predictably, the 
nest mature and encouraging, whereas Std 8 is very often uncertain. CI1e illustration 
will suffice: Q 3.23 ("Literature makes us think about what is right and wrong") : 
Std 10: 
Std 8: 
Std 8 School 2: 
In surrmary 
68 , 2 
40 , 5 
33,3 
22,7 
31,0 
33,3 
9,1 
28,6 
33,3 
1. Despite the pressures of Std 10, this group errerged as keen readers. 
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2. Some evidence surfaced to suggest that the Std 8s are not keen on their 
prescribed literature, possibly because of resistance to Elizabethan English 
(at least at SChool 1). 
3. Goal 3 . 1.3 of the HG syllabus (on "critical thinking" and adequate expression) 
seems to have been achieved with this Std 10 sarrple . 
4. Q.1estions 3 . 15 ( "Literature ... shouldn't be studied" ) and 3.17 ("Setwork les-
sons are boring") s~ to be too provocatively \<.'Orded for a reasoned res:fX>nse . 
5. Goal 3.1.8 (literary works from Southern Africa) is unlikely to be reali sed un-
less considerable modifications are made to the typical prescriptions given. 
The smattering of South African literature encounter ed by white High School 
pupils is generally not relevant to the sensitive i ssues of growing up within 
the current politiccl debate. 
6. Fran the Std 10 r esponses , it would seem that the value of studying literature 
is appreciated at this level. 
3 • 4 WRITlEN a:»MJNICATION 
l-Dst of what needs to be said about HG responses to this section of the Pupil Q.1es-
tionnaire is covered in the ex; chapter , largely because of the great similarities be-
t~~ the syllabi. 
The point has been made that HG pupils tend to prefer the challenges of discursive 
a'1d subjective ;,,,,iting to inventing stories (page 43). One question which takes this 
a step further is 2.12 ("Through doing writing tasks in English, my essay writing has 
irrproved in other subject s, e.g. history"). This is the kind of thing that the 
Global Aims of the Senior Secondary Course seek to foster in rrentioning "English 
across the curriculum" (1 .6). 
Interestingly, the Std 9 group , who showed the greatest agreerrent to 2 . 3 ("I enjoy 
giving my ideas about things") by the huge margin of 7l% , indicated the greatest 
degree of uncertainty about 2. 12: [ 40,4 : 28,8 : 30 , 8] . The average response was 
one of strong agreerrent: [50,2: 27,1 : 22,7] and the Std 8 and 10 answers fit this 
pattern. 
It is fair to say that Std 9s are under a l ot of pressure to master the techniques of 
discursive writing in various subjects and this may account for their corrparative 00-
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certainty as to whether they are ll'aking progress. Certainly, in answering Section B 
Q 7 ("Does the English prograrme help you with your other subjects?"), the Std 9s 
1NeI"e the least enthusiastic of the groups that voted "Yes: essay writing" into first 
spot. Of the 335 responses to this question, 22,1% rrentioned dis=sive writing as 
the one aspect of English that helped most with other subjects. Of the Std 9 
responses, only 14,1% selected this item, conpared to 31% of the Std 85 and 26% of 
the Std lOs. 
(pestion 12 of Section B enquires whether teachers of other subjects concern them--
selves about the pupils ' use of English. Here 40% of the 268 responses itemised 
'~ritten expression ll • '!his topped the list, 1% ahead of the ans¥.er II No II • The Std 8s 
and lOs followed the trend but again the Std 9s were out of step: their most popular 
response was "N:)II (60%) and then ''Written expression" (20%). From the responses to 
this question, it seems that the history and biology teachers were the most 
ooncerned: 10,4% and 3 , 7% of all responses. Both these Subjects require dis=sive 
"'riting in HG. Certainly, there seems to be a problem .lith Std 9 essay writing which 
future r esearchers might be interested to probe . 
The problem with written Conmmioation is the perennial one of marking, a highly con-
tentious issue which surfaces in this survey. The Parents' (pestionnaire (Appendix 
8.3.4, p.159) asks whether parents are "satisfied with the English prograrrrre ... at 
school" (Q 3). One parent wrote: 
Yes, relatively satisfied but I wish the books were MARKED more regularly and 
systematically so my child could see if he were on the right track. 
The sarre parent c:cmrents further (Q 6: "Is there sufficient English hanework?" ): 
No - I would like more English horne=rk; ... Besides , hare=rk given is seldom 
marked!! rus makes rre MAD! 
Another parent (Q 3 ) put it bluntly: 
Not enough essay work. 
And, for Q 6, wrote: 
... far more horrework could be set .... More essay work could definitely be 
given. A great lack here. 
When parental concern is added to the fact that pupils enjoy writing tasks, the an-
guish of the English teacher is intensified. It has been said before (page 41) that 
this survey found written Corrmunication to be as pcpular as Reading (second only to 
Oral) in a list of things liked most about the English programme. Of the things 
liked least (Section B, Q 2), writing was bottom of the list with only 5,6% of 337 
responses rrentioning it. Asked whether pupils thought they were really learning any 
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thing (Q 5), top of the list was writing and self-expression (17,7% of 333); and the 
third most popular response to Q 6 was that their writing had improved through the 
,""rk done in English classes. Add to this the responses to Q 7 (page 56) and the 
value of Written Cammunication is established beyond doubt. 
Every conscientioos English teacher is aware of his duties in this area - and the 
agony that goes with it: 
(Try to) Mark five or more pi eces of written ,""rk a term. I have - and it's 
very tough going! 
'!he contributions of the English teachers to this survey are alive with references to 
"marking load", "over-commitment", "all that marking" and the IItime factor" 
(Questionnaire 2). One teacher concludes by saying (Q 11): 
English is the best subject in the school! '!he only one really ,""rth teaching! 
Having said that, ..uuld sorrebody mind inventing a marking !1'achine? 
Most of the teachers in this survey would be teaching between 120 and 14 0 pupils . To 
carry out -an effective writing programne (even at fewer than five pieces a term) be-
COrtES a full-time job with those numbers, if books are "marked . .. regularly and sys-
te!1'atically so my child could see if he .ere on the right track". '!here is sinply no 
substitute for careful and sensitive marking of written W)rk; no audience is rrore im-
portant to the child than that of a trained and experienced teacher. Marking 
!1'achines do not exist and other short-cut rtEthods are less than satisfactory. Writ-
ing is only one field of a four-core =riculum and time oust be found for effective 
teaching of language, literature and oral expression as \<,B11. Yet writing is so lin-
:oortant that to cut back on it seems almost criminal and certainly is one of the 
greatest sources of anxiety to an English teacher . 
In sumary 
1. Dis=sive writing appears to be a problem for the Std 9 group. 
2 . With parents asking for more writing to be set and marked, and pupils also keen 
to write more at hare and in class, English teachers expressed the anguish they 
feel in being unable to cope with the volurre of marking. The problem is not 
amenable to easy solution, as there is no real substitute for careful and sen-
sitive appraisal of written work by the teacher. 
3 . 5 IJ\IGJ!\GE S'lUDY 
Goal 5.1.6 HG is not reflected in the ex; syllabus (pages 46 and 48): 
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'!hat pupils distinguish bet""en fact and opinion, objectivity and bias, enotion 
and sentimentality, and assess the function of such elements in given contextsa 
To verify >.hether this Goal was being achieved, cross-tabulations "",,"e run on 4.10 
(IlLanguage lessons have shown Ire how writers can manipulate pecple, how they can in 
fluence, trick, or persuare peqJle into accepting their views") and 4.11 ("I have 
learnt to detect the purpose that lies behind different kinds of writing"). The 
=rding of these questions was made even nore awkward by the attenpt to include the 
concepts of "erroti ve language and dishonesty" taken fran Goal 5.1.5. 
Despite the tortuous w:>rding, the gist of 4.10 and 4.11 seems to have been grasped by 
the HG pupils as the null hypothesis, that the ans"",,"s to these questions =uld not 
be the same, was rejected in every case except Std 8. This excludes the OG 
responses. Closer examination of the frequency tallies shows that there was no 
problem with 4.10, >.here HG agreement over disagreement ranged fran 35% to 56%, but 
4.11, >.hich focuses on intention, was rejected by Stds 8 and 9 (with a high "Oon't 
kno\-!" rate): 
4.11: Std 8: 
Std 9: 
Std 10: 
26 
33 
57 
43 
46 
27 
31 
21 
16 
Detecting purpose is not an easy skill to master and thus the results above are not 
surprising. It remains pleasing to note that the Std 10 group is willing to agree 
(by 30%) and so it is probably fair to say that Goals 5.1.5 and 5.1.6 are being 
realised by the end of the HG course. 
The discussion on canprehension w:>rk (page 46) focuses on ex; and omits the interest-
ing enthusiasm that the Std 8 group showed in responding to the first two i terns of Q 
4, >.hich assert that crnprehension work irrproves reading. Here their level of agree-
ment over disagreement was 78% in 4.1 and 4.2 (with ''Don't knows" being in the ac-
ceptable area of 2-12 %) . This is I1Ulch !!'Ore in line with the CG responses and may 
reflect, after a rrere six rrcnths, a carry-over of OG support for canprehension. Cer-
tainly, the Std lOs are less positive, agreeing to 4.1 by 35% and to 4.2 by 41% -
though here clear differences emerge between the Std lOs of School 1 (much less 
positive) and School 2. Though the Std 8 responses to 4.1 and 4.2 "",,"e the !!'Ost 
positive of any Std, their customary uncertainty emerged in relation to 4.3 
("ColTprehension >ork has taught me to express myself carefully"). Here they agreed 
by 36%, but 26% recorded "D:ln't knows". Again the Std lOs ""re less enthusiastic and 
those of SChool 1 actually disagreed by a small majority. 
It has been argued that the 'maturity factor' and the repetitive nature of the syl-
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labi (pages 46 and 47) lead to a degree of boredom with Language Study as pupils nove 
up the school . The Std 10 reaction to nost questions in this section of the Pupil 
Questionnaire is at best listless and comparatively lukewarm, whilst responses to Q2 
of Section B place Language Study as the least liked aspect of English. Of the 337 
responses to this question, 53 , 7% opted for language work. ~ in line was setwork 
at 22%. Oddly enough, of the Stds, 65% of the Std 6 responses placed language as 
least liked corrpared to 44% of the Std 10 responses. This nay appear to be in direct 
contrast to what was noted about the corrparative keenness of the ex; group towards 
aspects of Language Study, but it must be pointed out that the logic of the questions 
in the two sections of the questionnaire is very different. 
Section B offers a totally open-ended type of question to which any response or any 
nurrber of responses from one pupil, ranging fran (Q 2) UNothing in particular" to 
"Everything equally", is possible. "What de you like least about (English)?" invites 
a rating list of possibilities and any item on this list need not be inconsistent 
wi th an earlier response to the specific and closed questions of Sec:tion A. In 
these, attention is drawn to no~~nated aspects of each section of the four-core 
English curriculum and responses are limited to three possibilities : True, False, 
cannot say. Rating the items of preference is not wnat is asked for and, further-
more, there is a strong psychological pressure to record a response in the block 
provided, because of the agenda- like fornat of the questionnaire. I n fact, only one 
respondent in the entire survey failed to corrplete all the questions in section A, 
whereas a number ignored or passed over parts of Section B. 
Thus, for exarrple, Std 6s lTI3y in Section A agree strongly that (4.5) "GrarnI1\3r lessons 
have helped me to write rrore correctly", because it is a specific issue, and yet, 
given the freedom to think about what they like least in the whole English programme, 
may validly select language work. Li kewise, Std lOs may, through the 'naturity 
syndrorre', decide that grarrrnar lessons are not helping them to write correctly any 
more, yet (and again because of Iraturity factors) teIlJ?er their dislike of language 
work because they can see its value over the years. 
This i s not to deny the value of the responses to Section B; it is sinply to point 
rut that inconsistencies with Section A are possible, because of the different logic 
of the situation. 
In support of what was said about the Std lOs above, it is interesting to see that, 
when asked if the work done in English classes helped their use of English at all (Q 
6) , these pupils rrentioned "Language usage irrproved". "Speaking improved" and "N::)" as 
their mcst popular answers (each at 16,4%). The support for language here was 
greater than any other Std group. 
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More work is done far examinations on language revision than anything else (Q 8): 39% 
of 318 responses spread evenly through the groups. "Set'WOrk notes" was a pCX)r second 
at 20%, though, by Std 10, the response was about the sarre as language. When asked 
what inprovenents pupils would like to see in the English prograrrrre (Q 15), the first 
specific suggestion was lII.ess language w::lrk" (11,8% of 432 responses). FUrther OO\m 
the list, the concept of "Fun gramnar" received rrention from 9% of the Std 8 suggest-
ions. 
A problem which will be explored in more detail when the reactions of Schools are 
conpared reserves brief nention here. In Section A, 4.13 suggests that "Language ex-
ams are more entertaining than useful in testing what we know". The total sanple 
disagreed fairly strongly, though with a high "Don't know" factor, but the weakest 
regree of disagreerrent was to be seen in Std 10 (by 9 %) : 
Total sarrple: 
std 10: 
27,1 
34,1 
46,6 
43,2 
26,3 
22,7 
'1\0:) things may have influenced this response. '!:he first has been (until this year) 
the lack of an indigenous textbook for Language Study designed for the 1986 syllabus 
up to Std 10 level. Secondly, Senior Certificate language papers have perplexed many 
teachers, who have criticised them on the grounds of caprice and unpredictability. 
'!:he restrictive nature of this dissertation does not allow for a detailed investiga-
tion of this problem, beyond pointing out that it has been very unsettling for the 
Std 10 teachers at both schools in this survey. Fbr exanple, the position and ""ight 
of formal gramnar in the Std 10 syllabus is not clarified by recent question papers. 
Other areas of disquiet concern the centrality of dictionary work, cartoons and puns, 
ambiguity, and even 'traditional' skills of 'reported speech' and 'precis' to the 
syllabus . Given the lack of suitable textbooks, it has been difficult to know what 
to set in internal examinations, or even what to teach in Language Study. Repeated 
recourse to recent Senior Certificate papers has failed to highlight any clear direc-
tions in language examining, other than the broad factor of "language in action ". 
Teachers look to the allcx:ation of marks given to various areas of language work in 
the final paper as a guide to their relative irrportance and here the picture is even 
rrurkier. That the papers are ''rrore entertaining" these days is not disputed. How 
"useful" they are in testing language knowledge, future researchers may be tenpted to 
investigate. 
InsllI1ll!aJ:)' 
1. Goal 5.1.6 (on 'loaded' language) appears to be realised by the end of the HG 
course. 
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2. As suggested before, interest in and appreciation of the Language Study com-
ponent appears to wane as pupils grow older, possibly because of the repetitive 
syllabus and the 'maturity syndrorre'. 
3. It was pointed out that responses to Section B of the Pupil Questionnaire can-
not be carpared directly to responses fran Section A, owing to the different 
logic of the situations. 
4. Pupils in the sarrple claim to spend !lOre tirre revising for language examina-
tions than any other crnponent of English. 
5. Dissatisfaction with current Senior Certificate language papers resulted in 
over one third of the Std lOs agreeing that "Language exams are !lOre entertain-
ing than useful in testing what we know" (4.13). Teachers fran both schools 
expressed considerable disquiet at t.l)e range of topics examined, the allocation 
of marks to these topics, and the often tenuous relationship of the paper to 
the' published syllabus. 
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4. I INlllOOtcTION 
What follows in these pages is an attempt to highlight some of the more interesting 
issues affecting the English programnes at the tw:> schools in the survey. It is 
hoped that some of these findings will be useful to those sch=ls in the future plan-
ning of their English programres . 
Of necessity, corrparisons will have to be drawn and certain contrasts indicated, as, 
in a sense, each sclx>ol provides a control group function in respect of the other. 
It must be clearly underst=d that the ccmrent arising fran this and the cOllparisons 
themselves are made purely in the interests of constructive research. No criticisms 
are intended; neither is it in the nature of this survey to be judgerrental. 
Again, it must be pointed out that, in terms of the =nditions laid Cbwn by the =, 
no sch=l , individual, or official may be identifiable in any way. 
4 • 2 &:H<XlL am 
This is essentially a suburban, co-educational High Sch=l, drawing nearly all of its 
770 pupils fran its :imrrediate ..trite residential environment. The sch=l is English-
speaking, though a number of its pupils came from homes where both official languages 
are used. It would be fair to say that the cornnunity ;.hich the sch=l has served for 
over a century is stable and conservative, culturally unambitious and, by today's 
standards, not particularly upwardly mobile. Most of the parents are salaried 
~rkers and very few are in the recognised professional groups. 
The English department operates 30 English classes, giving an average of 25,5 pupils 
per groU[l . As five of these are SG groups, ..trich tend to be below average in size, 
the HG classes used in the survey would average out at about 28 pupils in number in 
normal circumstances ;.hen no pupils are absent. The number of boys and girls in the 
sch=l is roughly equal (girls = 53%), but, of the semple used in the survey, 62% 
..,re girls. 
In stds 9 and 10, both the HG and the SG classes are ' set' on the tinetable . Thus , 
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for example, all the Std 10 HG English classes rreet simultaneously each day. This 
has allowed for fluidity between the groups so that pupils of similar English ability 
are grouped together. At the extremes, there is a 'top' English set and a 'botton' 
HG set. Because the English departlrent controls the ccnposition of the groups, the 
size of each can be evened out. Naturally, one of the reasons for this arrangerrent 
is to allow for 'team-teaching', where sene or all of the classes are ccnbined for 
core-Il'aterial lessons led by one or ITOre rrernbers of the team. With the Prescribed 
Literature, for instance, one teacher will present to all the classes involved the 
lead-in material and will prepare the follow-up material for the rest of the team to 
use in their individual classes later. He thus becanes responsible for piloting the 
study of a text, e.g. the novel, and for examining it, marking all the papers across 
the standard. Not only does this ITean that all the pupils in a standard receive the 
same essential fare, but it also reduces the anount of preparation that each teacher 
!lUJSt do, as only one 'expert' is needed for the teaching of each text. Standard-
isation of examining benefits are obvious. 
Stds 6 to 8 are not set in this way and here the English classes are simply the 
register classes. Most of these are mixed ability groups, dependent on subject 
choice for their composition, but a degree of 'streaming' does operate loosely in 
each standard.. Thus again a' 'top I and a 'tail' is evident in each standard, but 
these are not defined by English ability and the 'top' group may include a mmber of 
pupils who are certainly not' a=ng the best at English. 
All the teachers in the English departrrent are English graduates and all are very ex-
perienced, save for one first- year teacher. This has all"""d for a systen of English 
'Standard Heads' to be introduced in order to give English teachers the opportunity 
to organise and administer a 'mini English departlrent' in each standard. Thus the 
control of English in each standard is in the hands of one teacher who designs the 
progranrne for that standard, from selecting texts to drawing up a detailed work 
schene covering the whole year. That teacher is free to decide policy and to set 
goals in consultation with his team - and within the restraints of the syllabus and 
general English departlrent policy. He also organises the examining in each standard 
and noderates both the scripts and the marks. 
'!he English departrrent at School 1 is fortunate to have access to an English depart-
ment office I where, apart. from the storage of all textbooks, a library of vicEo 
tapes , lessons and examination papers is maintained . Teachers are encouraged to 
share resources and to put successful lessons on file. '111e room also acts as a 
study, where marking and preparation can be done, as well as a rreeting place. 
'!he Goals of the English departlrent are explicitly stated (see Appendix 8 . 2.1, p.141) 
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require only brief comment here. 
Goal 1.1: Results: 111e HG average in 1987 was in fact 0,6% lov.er than the Provincial 
Median. But the goal of being on or above the rredian in 1988 was not achieved: 
8::hool 1: 50,5%, Provincial ~dian: 54,7%. 
Goal 1.2: J\cademic standards: In May 1988, the language textbook needed far Std 7 
appeared. 111e Std 9 book in this series was available in January 1989 and the Std 10 
book was only introduced during 1990. 
Goal 1.5: Enrich!te!t: Of the activities suggested in the second paragraph, the Olym-
piad was not entered until 1989 and the Arts Festival was not attended. Atterrpts 
""re rrade to have w:>rk published and a Std 9 girl w:>n a prize in a national essay 
ccrcpetition. 
Further evaluation of these Goals will be given later in this chapter . 
4 • 3 s:RXlL 'M) 
As is the case with School 1, School 2 is a co-educational High 8::hool for white 
pupils being taught through · the rredium of English. At the t:irre of the survey, the 
enrolrrent stood at approximately 930 pupils . By cOlparison to School 1, it is a very 
much younger establishrrent with a less clearly-defined residential feeder area . 111e 
suburbs near the scheel house a c01paratively more affluent population . A large num-
ber of the pupils comrutes serre distance to the school, owing to the lack of High 
School facilities in the tw:> adjacent dcrmitory towns that feed the city. Generally 
speaking r the pupils care from ~althier, rrore 
mobile backgrounds than their counterparts in 
culturally 
School 1. 
aware and more upwardly 
The number of parents .no 
belong to the traditional professional echelon is correspondingly very much greater. 
Though there are 32 classes in the school, 33 English groups have been fomed, which 
gives an average of about 28 pupils in each group . There are no SG groups. Girls 
outnumber beys in the scheel significantly (girls = about 65%) and , of the sample 
used in the survey, 67,5% were girls. 
Unlike 8::hool l, the t:irretable does not a=omrodate the 'setting' of English and so 
there are no English groups based on English ability. All could be characterised as 
mixed ability groups. though each standard has one llmagnet II class which contains the 
top academic group in that standard, with one or tw:> exceptions. Subject choice ac-
counts for the composition of each group. 
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Clearly, therefore, the advantages which English teachers en joy at SChool 1 in Stds 9 
and 10 (see pages 62-3) do not apply. '!here is, ho"",,,er, a period of thirty minutes 
set aside for silent reading throughout the school once every two weeks. '!hough this 
need not be specifically English reading that is done, it is nevertheless impressive 
when the whole school stops to read in silence and is thus a w=:lcC8'l'e innovation. 
As with School I, the English department is fortunate to have well-qualified and ex-
perienced teachers. Including one part-time teacher who occupies a half-post at the 
school, the English staff number nine, of wham eight are qualified to teach to Std 
10. Six of these have been at the school for !lOre than three years and there are no 
first-year teachers. Thus it has been possible to develop a system of 'Standard 
leaders', which operates in very s:iJnilar fashion to the 'Standard Heads' of English 
in School 1 (see page 63 and Appendix 8.2.2). 
'!he generating and sharing of resource material anong teachers is also encouraged at 
Sch(X)l 2, though it has nat been entirely successful. Maetings cx:::cur once per term 
at school' and usually bD major meetings of the English department are arranged over 
supper at teachers I horces in the course of a year. 'lhese latter rreetings include a 
'professional growth' factor Where, for exarrple, a teacher will present a lesson that 
has been successful for general Cort'lll"'-I1t. Other rreetings cccur as and when necessary. 
'!he English departrrent does not have an English 'den' such as that at SChool 1. 
In discussion with the English SUbject Head, two clear goals of the English depart-
rrent errerged: 
1. that the English department plays a vital and sustaining role in the cul-
tural life of the school; 
2. that teachers of English ensure that pupils study and prepare themselves 
for English examinations. 
Thus, as can be seen fram the English departrrent policy sheet (see Appendix 8.2.2, 
P .144), the first-mentioned responsibility of the I Standard Leader I is "To co-
ordinate all matters to do with that standard such as films r oratory contests, crea-
tive drama." Paragraph (f) goes on to indicate "Areas of the schcx>l where the 
English departrrent shoold be prominent" and lists nine cultural aspects. Further-
!lOre, in the interview, the SUbject Head declared that it was policy of his depart-
rrent that examinations set had to be on work that had been taught in the classroom 
and learnt by the pupils in the full understanding that it would in fact be examined. 
'!his latter point perhaps needs SOl1E clarification for those who might regard the 
policy as educationally self-evident. 
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Summarised, the second goal (page 65) implies the need for pupils to do some serious 
study for English examinations, analogous to the degree of preparation that one w:ould 
expect of them before a science, mathematics, or history examination. '!he policy 
aboIle then follows: English examinations must be relevant to the work actually 
taught in the c lassroom and not be a kind of general knowledge test, assuming a 
graded (by standard) general language conpetency tested by exposing pupils to a range 
of unseen texts and exercises suddenly produced in the paper. It is sutmitted that 
this has often been the case with both internal and external examining. It is fur-
ther subrni tted that this plays into the hands of parents who assume that, because the 
child is English-speaking, he I1U.ISt naturally pass ffi English; and it justifies the 
viewpoint of many pupils that they do not have to do any work for English, because 
they do not know \\here to start learning ....nat is a vague, arrorphous and ' creative I 
subject in which natural ability dictates how well you do. 
SUch an attitude on behalf of pupils is out of step with the dsrnands and expectancies 
of the 1986 HG syllabi, which require the mastery of skills of appreciation and ex-
pression that can and must be taught, as only in child prodigies do they corne 
naturally. Apart from wanting to minimise rude shocks in the final Senior Certifi-
cate examination, the English department is motivated by the fact that English i s not 
taken seriously by many pupils who are inclined to sit back and regard it as 'soft', 
compared to subjects which demand disciplined study. If it will motivate pupils to 
go harre and work on English in a constructive manner, it may even be advisable to in-
dicate to them beforehand ""'at to expect in the paper , so that the examinations are 
w:orth w:orking for and confidence is restored in otherwise exasperated pupils . 
'!here is little doubt that the first goal 11l"..ntioned (page 65) of involvement in the 
cultural life of the school is being met without much difficulty. A perusal of the 
school magazine of 1988 indicates the wealth of cultural activity within the school 
and English teachers feature prominently in such cultural initiatives as drama.., 
oratory, school newspaper, debating , book club and such board games as Scrabble and 
Trivial Pursuit. 
'!he second goal, discussed above, will be explored further in a later part of this 
chapter , but, for purposes of comparison with School 1 , the Senior Certificate 
English HG results are as follows: 
1987 1988 
School 1: Average %: 52,8 50,S 
Prov. M3dian: 53,4 54,7 
A-Syrrbols: 1 0 
School 2: Average %: 57,1 50,3 
Prov. M3dian: 53,4 54,7 
A-Synbols: 7 0 
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It must be noted that the 1988 results at School 2 ",",re sane 7% lo~ on average than 
those obtained in the previous three years. M:)reover, no A-Syrrbols v.ere awarded \<.hen 
many """e expected (1986 = 3; 1985 = 8). Generally, the results at the top end of 
the scale ~e felt to be out of step with what the sarre pupils achieved in other 
subjects. 'Ihe = was asked to investigate the matter and the outcone of that in-
quiry is still pending. 
It is the function of this study to illtnninate and to evaluate areas of an English 
depart:nent - not to pre-errpt the results of an official and confidential inquiry into 
Senior Certificate results. :!he matter is raised, as without it the picture v.ould be 
inccnplete. It is suhnitted, ho",",ver, that future researchers eeuld adapt the tech-
niques of illtnninative evaluation demonstrated in these pages to the specific task of 
this kind of investigation. 
In SIlIII!IarY 
1. Silnilarities bet~ the tv.o schools: 
1.1 co-educational suburban High Schools - English nedium; 
1.2 roughly carparable in size - both over 750 pupils. 
2. Differences bet~ the sCheels: 
2.1 School 1 is Inlch · older and serves a less affluent population; 
2.2 the pupils at School 1 are drawn very largely from the imTediate suburban 
area - more of a 'community' school; 
2.3 girls comprise tv.o thirds of the enrolment at School 2, ccnpared to half 
at School 1. 
3. Both English depart:nents are staffed with qualified and experienced teachers, 
I>kUch allows for a 'Standard lIead;l.eader' system to flourish. 
4. Class sizes are silnilar, but, at School 1, the Stds 9 and 10 grOJPs are 'set ' 
on the tinetable, allowing for 'streaming' according to English ability and for 
team-teaching. 
5. Local objectives of the English departnents differ considerably in emphasis. 
School 1 focuses on matriculation results, improved academic standards '. a read-
ing and literacy programme , and the provisi on of enrichment activities. School 
2 aims to train pupil s to v.ork for English examinations by creating a body of 
knowledge that can be learnt and is also keen that English should play a lead-
ing role in the cultural life of the school. 
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6. In 1988 , both schools obtained similar English averages in the Senior Certifi-
cate examination, both about 4% below the Provincial M:!dian . '!his represented 
a considerable drop from 1987 at School 2, whilst the aim of lirproving the 
results was not achieved at SChool 1. 
4.4 QUESTIONNAIRE 1: 'mE PUPILS 
Of the 247 pupils invclved in this survey, 124 carne fran SChool 1 and 123 fran SChool 
2, so , for all intents and purposes, each school contributed exactly half of the to-
tal sanple. 
Before considering differences between the responses of each school, a table showing 
the composition of the sanple by SChool , Std, Sex and Total of each Std follows for 
reference: 
Boy Girl Total x Std 
i 
School 1: std 6: 32,0 68,0 20,2 
Std 7: 42 , 9 57, 1 22,6 
Std 8: 45,8 54,2 19,4 
Std 9: 26,9 73,1 21 , 0 
Std 10: 42,9 57,1 16,9 
Total 37 , 9 62,1 100,0 
SChool 2: Std 6: 46,7 53,3 24,4 
Std 7: 46,2 53,8 21,1 
Std 8: 22,2 77,8 14,6 
std 9: 19,2 80,8 21,1 
std 10: 21,7 78,3 18 , 7 
Total: 32,5 67,5 100,0 
'!he total shows a distinct preponderance of girls in the survey, particularly in Stds 
6 and 9 of SChool 1, and Stds 8 to 10 (the HG group) of SChool 2. So it is only in 
Stds 7, 8 and 10 (SChool 1) and Stds 6 and 7 (SChool 2) that a more even balance of 
the sexes is apparent. 
'!he lirplications of these sex differentials to the findings of this study are not ex-
plor ed in any depth, as the restrictive nature of a half-thesis llrposes boundaries on 
what can be investigated. Any further analysis of the responses in this survey 
should consider whether sex differences have coloured the results of this small-scale 
investigation. Where sex differences are of statistical significance to the results , 
note has been taken and mention of i t made in the text. 
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In suunary 
1. The size of the semple was very evenly distributed bet\OeeIl the t>oU schools. 
2. There was a preponderance of girls in the sample: 62% (School 1) and 67% 
(SChool 2). 
oral Ccmrunicaticn 
One factor which has not received its due recognition in the analysis thus far is 
that of the individual influence of particular teachers. In the entire classroan 
equation, most especially in First Language tuition, the influence that the teacher 
has upon the attitudes and progress of the pupils is of paramount importance. 
Wherever there are unusually vehen-ent responses made by a particular class, whether 
enthusiastic or cynical, it is tempting to postulate the influence of that English 
teacher in the situation. Perhaps he encourages reading aloud (see page 32, Q 1.12), 
or creates a classrcom atrrosphere that causes inhibitions during oral \o.Ork. Along 
this line of logic, everything could be explained in tenns of the teacher. Yet ex-
perience shows that all too many classes lack effective teachers in High Schools, but 
still make positive progress and evolve encouraging attitudes. 
A strength of this particular survey is the fact that the evaluator was unable to 
identify the teachers of the particular groups who took part. The selection of 
groups was made so that they and their teachers >oUuld remain anonymous. Thus the 
tendency to blarre or praise all on the teacher was curbed and other possibilities had 
to be considered first. Obviously, those with rrore intimate knowledge of the classes 
and their teachers in this survey, narrely those who made the selections of the par-
ticipants, may interpret certain findings differently. But at least they will have 
been presented with. other possibilities. 
It is a poor evaluator who does not take the 'teacher factor' into account, whatever 
rrethod he uses, and so a few cases of possible teacher influences have been high-
lighted in this study. 
Of the areas of the English programre covered in the Pupil Questionnaire, serre are 
more obviously arrenable to 'teacher factor' responses than others. Reading aloud has 
been mentioned (page 32), but group >oUrk is another (1.5). The Std 8 group at SChool 
2 showed a surprisingly high degree of agreement to "I prefer group >oUrk to in-
di vidual orals": 
School 2: 
School 1: 
Average: 
83,3 
50,0 
68,0 
5,6 
45,8 
25,1 
11,1 
4,2 
6,9 
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llie sane tendency fran that class is seen in their response to 1.9 ("Through oral 
lessons I find I think rrore clearly and can organise my thoughts better"): 
School 2: 
School 1: 
Average: 
44,4 . 
20 ,8 
30,5 
11,1 
45,8 
39,4 
44,4 
33,3 
30,1 
Std 8 at School 2 thus shows twice as IlUlch positive agreerrent to 1.9 than their coun-
terparts at School 1. It may be that this class has a very positive oral work 
progranure operating through groups, whereas the teacher at School 1 .... y be cbing 
things that are less effective and appealing. Perhaps again this factor is traceable 
in the responses of the Std 6 classes to 1.9: 
School 1: 
School 2: 
Std 6: % of A over D 
52,0 
6,7 
It seems clear that this Std 6 class at School 1 is generally IlDre enthusiastic about 
oral w:ork than its crnparable group at School 2. At least its responses to 1.1 ("I 
feel shy or embarrassed when I have to cb orals"), 1.2 ("Orals have helped ITS to be 
!TOre self-confident about sPeaking in public"), 1.3 ("I enjoy speaking to the whole 
class" ) and 1.4 ("=ough oral ... it is now easier for m= to give my opinions . .. 
and to ... ask questions") are less inhibited: 
1.1: School 1 : Std 6: 20,0 68,0 12,0 
School 2: 56,7 30,0 13,3 
1. 2: School 1: Std 6: 68,0 28,0 4,0 
School 2: 53,3 26 ,7 20 ,0 
1.3: School 1: Std 6: 52,0 36,0 12 ,0 
School 2: 26,7 50,0 23 ,3 
1.4 : School 1: Std 6: 56,0 36,0 8 ,0 
School 2: 33,3 36,7 30,0 
A similar situation, though reversed in terms of the -:;chools, pertains in Std 10, 
where the responses from School 2 are distinctly !TOre positive. llie Std 10 'maverick 
factor' at School 1 is rrentioned on page 50 and is certainly visible in the responses 
to the questions on oral w:ork, particularly in 1.14 ("Personally, I don't think that 
oral w:ork in English has helped me ITD.lch") : 
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School 1: 61,9 38,1 0,0 
School 2: 21,7 69,6 8,7 
Average: 27,5 56,7 15,8 
Canparing the responses to 1. 2, the Std lOs at School 2 """re the rrost enthusiastic of 
all the classes in supporting the contention that oral v.ork aids con£idence in public 
speaking, whereas their counterparts at School 1 ~e canparatively lukewarm, their 
agreerrent being about 13% lo~ than the overall average: 
School 2: 
School 1: 
Average: 
73,9 
47,6 
56,3 
8,7 
28,6 
24,3 
17,4 
23,8 
19,4 
T>.o distinct tendencies emerge in the survey with regard to the Std lOs. Firstly, 
there is what has been called the 'maverick factor' in the Std 10 class at School 1, 
by which · is meant that this class is negatively out of step with the prevailing 
opinions of all the other classes in both its own school and School 2. This cer-
tainly does 
notev.orthy. 
not happen all the time, but the tendency shows itself enough to be 
Secondly, the Std lOs at School 2 are similar to the std 6s at School 1 
in reflecting a generally positive attitude to many of the issues in the survey. 
'Ihey are not out of step with the other groups, but, CO!IJ?aratively speaking, are of-
ten more decisive and enthusiastic. 
It has been suggested that, in the second case, such clear enthusiasms may stem from 
teacher influence. 'Ihe problem with Std 10 at School 1 is canplex, as very often 
their reactions to questions probing the effectiveness of the syllabus are normal in 
terms of the average response and those of the other Std lOs. &It, where a question 
makes a ~ping staterrent (such as 1.14 above), this class seems to exhibit a degree 
of cynicism which is unique in the survey. 'Ihe inpression is gained that they are 
not incapable of appreciating the v.ork in English, but that they cannot accept the 
relevance of the progranne to their own lives. M:>re discussion about this class will 
follow in this chapter. 
One question in Section B of the Pupil Q.lestionnaire addresses the 'teacher factor I 
directly, namely Q 3: 
"Is your teacher inportant in what you feel about English? Does he/she in-
fluence the way you feel about the subject?" 
This elicited 228 responses, 124 from School 1 and 104 fran School 2 . With reference 
to the classes nentioned al::x:>ve, sarre interesting contrasts errerged. 
72. 
The bright and positive attitude of Std 6 at School 1 has been remarked upon and 
their response to Q 3 is quite different fram the Std 6s at School 2: 
Yes No cannot sa:i 
School 1: 88,0 8,0 4,0 
School 2: 18,2 54,5 27,3 
Average: 75,0 18,4 6,6 
'!he Std 6 class at School 2 was the only group to respond negatively to Q 3. '!he Std 
7s at the same school recorded a 'Yes' vote of 92,3% with no negatives and 7,7% un-
able to say. In response to Q 4 (''What makes a good Ehglish teacher?"), the Std 6s 
at School 2 nominated 'innovative teaching' first (19%), whereas this factor at-
tracted only 2% of the std 6 response at School 1 and 4% of the Std 7s at School 2. 
'!here appears to be a problem with the Std 6 class at School 2 with regard to their 
perception of the teaching they receive. 
Another group at the same school which rates 'innovative teaching' (along with 
'enthusiasm' ) as their top criterion for good English teaching was the Std lOs (both 
13% of their total nominations). fut this class, ...nose attitudes are generally posi-
tive, agreed (91 , 3%) that their English teacher was important in influencing their 
attitude to the subject. Here the inference is one of satisfaction, even admiration, 
of the teaching they receive. 
'!here seems to be some evidence that positive attitudes, as in Std 6 (School 1 ) and 
std 10 (School 2), are related to the influence of the individuals ...no teach those 
classes. 
However, these t\>D questions in Section B do not shed llUlch light on the puzzle of the 
std lOs at School 1. They admitted the influence of their English teacher quite 
readily (Q 3) with 71% indicating a 'Yes' and 24% disagreeing, which is not a strik-
ing difference fram the average response . '!heir top criterion for a good English 
teacher was "Explains well" (14%); then followed I innovative teaching I and 
'enthusiasm' (both 10%). 
In sumnary 
1. COITparative enthusiasm for oral \>Drk in Std 6 (School 1 ) and for group ;,ork in 
orals (Std 8, School 2) seems to suggest evidence of the ' teacher factor ' in 
English studies. 
2. The Std 10 class at School 1 was shown to be frequently out of step with 
prevailing attitudes (the 'maverick factor' ). 
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3. The Std 6 class at School 2 appeared tc be negative about its teacher . 
~ and Literature study 
In this section, it will be argued that there is strong evidence that the English 
aapartrrent goal at School 1 (1.4, see Appendix 8.2.1, p.14l) is being achieved: 
OUr campaign tc w::>O pupils intc the reading habit has been highly su=essful in 
stds 6 and 7 and ltUlst once again be aggressively pursued. It is essential that 
time be set aside regularly in these classes for reading and visiting the 
library. 
This has been a priority of School 1 since 1986, as it was felt that a lot of 
children came fran horres where reading was not a normal family pursuit, where books 
>.ere few and of unsuitable quality, and where visits to the local library ~e at 
best very rare. Poor reading skills 
(let alone in other subjects) and were 
crippled achievement in English in many cases 
directly responsible for inarticulate speaking 
and written expression. At Pl'A meetings, staff w=re forever advising anxious parents 
to make their children read, but the school was doing little about it. 
Thus in 1986 a carrpaign was launched, airred particularly at Stds 6 and 7 and given 
enthusiastic impetus by the new school librarian, herself an experienced English 
teacher. Funds ..=--re secured to purchase additional sets of relevant and appealing 
readers; at least one third of the weekly teaching time was set aside for uninter-
rupted silent reading; pupils were badgered into joining their local municipal 
libraries; each had to have a book at school every day; lists were kept and 
ITOnitored; and the ex:; pupils worked through twice as many books as are prescribed in 
the syllabus reading prograrme . 
The school library was greatly improved and was made available tc pupils as a gather-
ing place before and after school, as ",,11 as during breaks. It becarre a busy part 
of the school, both socially and academically. 
Borrowings from the library began to rise steadily: from 7 (in 1986) tc 11 books per 
pupil by the end of 1988, effectively a 57% improverrent. School 2 at that stage had 
a borrowing rate of 8 books per pupil, which COlIpares with the Provincial average of 
11. As borrowings from the school library tail off distinctly by Std 10, it is argu-
able that the borrowing rate in stds 6 and 7 at School 1 sho"",d a far greater im-
proverrent than the 57% overall recorded during the reading campaign. 
Further evidence that this ongoing goal at School 1 is being achieved is to be found 
in the responses to the Pupil QJestionnaire. Almost 81% of the respondents at School 
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1 claimed that they enjoyed reading (3.1) and the percentage agreerrent over disagree-
rrent anounted to 69% (crnpared to 49% at School 2). In response to 3.2 ("I often 
take books out of libraries") and 3.3 (hI read a lot at hcxre"), the agreenent at 
School 1 was statistically greater than at School 2 (both significant at the 1% 
level) : 
3.2: School 1: 66,9 29,0 4,0 
School 2: 47,2 47,2 5,7 
3.3: School 1: 68 ,5 23,4 8,1 
School 2: 48,8 36,6 14,6 
The Std lOs at the tw:> schools indicated very similar responses to both of these 
questions, but all the other Stds sho>.ed rrore interest in reading at School 1. Three 
Stds >.ere particularly interesting: 
lqree Disagree Dcn't know 
School 1 School 2 School 1 School 2 School 1 School 2 , 
3.2: Std 6: 80,0 60,0 12,0 26,7 8,0 13,3 
Std 8: 62,5 27,8 37,5 61,1 0,0 11,1 
Std 9: 73,1 34,6 19,2 65,4 7,7 0,0 
3.3 : Std 6: 72,0 50,0 12,0 26,7 16,0 23,3 
Std 8: 58,3 27;8 29,2 50,0 12,5 22,2 
Std 9: 76,9 53,8 15,4 38,5 7,7 7,7 
1hat the Stds 8s at School 2 disagreed strongly with both questions is both =ious 
and sorrewhat alanning, when conpared to the enthusiasm of the Std 6s at School 1. 
1hese responses are sO!1'ewhat unexpected when the cultural backgrounds of the pupils 
are taken into account (see pages 62 and 64). Undoubtedly, part of the explanation 
is the deliberate and detennined reading carrpaign at School 1, but there may be a 
sociological factor as well. It is interesting, for instance, to see that the Std 6s 
at School 2 accepted (by a slight majority) the contention that "I don't read much 
because of TV and videos" (3.5), whilst this was rejected strongly at School 1: 
School 1: 
School 2: 
12,0 
40,0 
68,0 
33,3 
20,0 
26,7 
1he Std 7s at School 2 >.ere evenly divided on the issue and the Std 8 class, as with 
Std 6, accepted the suggestion. Rejection at School 1 was consistently strong 
throughout and, though the conparison of the schools did not show a statistically 
significant difference (r = 0,29, which i s close to significance at the 5% level), 
75. 
the tendency for Schocl 2 to agree rrore strongly is noted. 'Ihese differences are 
less noticeable in Stds 9 and 10, ,,",ere rejection was strong (see page 39). 
Taken in conjunction with the responses to 3.3 (above), ...nich indicate that rrore 
reading is being done at hare by the pupils of Schocl 1, it way be that pupils at 
School 2 are allowed to watch more television and videos at hare. Perhaps their 
parents are rrore pennissive; perhaps there are rrore distractions generally. This 
aspect merits consideration in further research, as it cannot be explored fully here. 
Considering the broad differences in social background, it is not surprising that the 
pupils at Schocl 2 agree with 3.7 (''We have a lot of bocks at hare") rrore errphati-
cally than those at Schocl 1: 
Schocl 1: 
Schocl 2: 
67,7 
78,0 
26,6 
15,4 
5,6 
6,5 
These differences were not found to be statistically significant, but individual dif-
ferences were drawatic in Stds 7 and 10: 
std 7: Schocl 1: 
Schocl 2: 
Std 10: School 1: 
Schocl 2: 
% of A over D 
\ 
35,7 
84,6 
38,1 
69,6 
Despite the fact that the Std 7s at Schocl 2 have far rrore bocks at hare, they ad-
mitted to preferring" wagazines and light reading to bocks" (3.6) by a wajority 
of 11% of agreerrents over disagreements, whereas their counterparts at School 1 
rejected the notion by 32%. Of all the agreerrents polled to this question, 61% of 
them carre fran Schocl 2. 
!'ccording to the pupils, parents at both schocls have "... always encouraged lIE to 
read" (3.4): [74,9: 17,0 : 8,l}. Moreover, taking the Std 7s at Schcx>l 2 as an ex-
arrple, their hares are well stocked with bocks. Despite this ostensible encourage-
ment, it seems that pupils from Schocl 2 are rrore likely to lay a bock down and watch 
television, or pick up a magazine, than those at School 1. 
Another interesting discovery fran the responses to these questions concerns the 
'maverick class' of Std lOs fran Schcx>l 1. Compared to their far rrore enthusiastic 
colleagues at Schcx>l 2, this class had fewer bocks at hare (3.7) and perhaps sig-
nificantly, had not had the sarre encouragel!Ent to read from their parents (3.4): 
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3.4: SChool 1: 52,4 23,8 23,8 
SChool 2: 91,3 8,7 0,0 
3.7: SChool 1: 64,3 28,6 7,1 
SChool 2: 92,3 7,7 0,0 
'Ibis could "",11 be the key to explaining the striking differences in attitude towards 
English bet~ these t>oo classes and may -also serve to explain why the 'maverick 
class' is so often out of step with all the other classes. It could never be the 
full explanation, but if reading has not been a home priority (as it obviously has 
been with Std 10 at SChool 2), then this group >oould be carparatively disadvantaged, 
especially with literature and writing. 
'!he nnst striking reversals in opinion bet~ the t>oo Std 10 classes ~e seen in 
their responses to those staterrents in the Reading and Literature Study section of 
the questionnaire which contain pejorative terms or phrases such as n .... pull my 
marks down" (3 .. 13), " .... shouldn It be studied" (3.15)," not enjoyable" (3 .16 ) , 
" ... boring" (3.17), and II •• • irrelevant" (3.18). 
In each case, as with fish to the bait, the std lOs at School 1 agreed while their 
fellows at SChool 2 begged to differ. '!he inpression gained in this part of the sur-
vey (as in other parts) is that the Std 10 group at SChool - 2 is mature by carparison 
to its cynical counterparts at School 1. This impression is reinforced by the 
responses to those staterrents which assert the value of studying literature. In-
cluded in this list are 3.9 (" I have learnt to judge good writing .•. "), 3.23 
("Literature makes us think about what is right and "'rong" ) and 3.24 ('''Ihrough read-
ing . .. I have l earnt to "'rite better ... " ). Here the degree of posi ti ve agreement 
is the issue, not so much reversal of opinion .. 
'I\.o exarrples of this difference in attitude will suffice. '!he responses are to 3 . 21 
("Through studying literature, I have learnt some things about myself") and 3.22 
("'!hrough studying literature, I have learnt about life and human nature"): 
3.21 : SChool 1: 
SChool 2: 
3.22: School 1: 
School 2: 
33,3 
52 , 2 
61,9 
82,6 
47,6 
34 ,8 
23,8 
8,7 
19,1 
13,0 
14,3 
8,7 
It is not surpnsl.I1g then to discover that "SetVoOrk exams pull my marks down" (3.13) 
at School 1 in Std 10 [A : 57; D : 29J, whilst this is not the case at School 2 [A : 
17; D : 70J. 
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1here is also evidence of a difference in approach to literature teaching in the two 
schools, IlOre obviously in Stds 6 and 7. 1he only question where this is statisti-
cally significant (at the 1% level) is 3.11 ("r often don't know what to say about 
what r have read n) : 
School 1: 
School 2: 
19,4 
32,S 
70,2 
51,2 
The Std 6 response to this question is interesting: 
School 1: 
School 2: 
16,0 
56,7 
72,0 
26,7 
10,5 
16,3 
12,0 
16,7 
Enough has been said about the policy of School 1 to encourage mass reading, espe-
cially in Stds 6 and 7. Here the errphasis is on volurre rather than study, and on ap-
peal rather than prescriptions of the em. N:> setwork exams are set in Std 6 and the 
setwork essay is not seriously taught until Std 8. Instead, a lot of ti.Jre is devoted 
to oral discussion of the texts read · and to vocalising responses. 'Ihis may account 
for the kind of response to 3.11 by the Std 6s at School 1. 
At School 2, the approach at this level is more systematic and, by carparison, 
slightly more formal. Pupils are directed into project work on the texts in which a 
lot of their response s are written, not in the sense of formal setwork essays, but 
IlOre in the nature of following threads of meaning, setting and characterisation fran 
the text outwards. Fe""r texts are handled, but they are explored more deeply, sane 
concept vocabulary is acquired and modes of expression are less oral than at School 
1. 
Consequently, 3.12 (nSetwork e ssays are difficult") and 3.13 (nSetwork exams pull my 
marks down II ) have rror e relevance to SCh<::X)l 2, where, it would seem, their rrore fannal 
treatment of literature is not perceived to be easy: 
3.12: School 1: 32,0 32,0 36,0 
School 2: 66,7 23,3 10,0 
3.13: School 1: 20,0 40,0 40,0 
School 2: 46,7 13,3 40,0 
Neither, on the face of it, do they find setwork particularly exciting. The entire 
sarrple (of the two schools t ogether) was evenly divided on the claim that "Setwork 
l e ssons are boring" (3.17) with 41% for and against. This pattern was upheld in the 
r e sponses from Stds 6 and 7 at School 2, while the notion was rejected at School 1 by 
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a rrajority of 32% in Std 6 and 22% in std 7. In context, one can understand that 
heaps of reading and corrparatively little writing is nore appealing to OG pupils than 
the nore disciplined approach at School 2. 
Which approach is nore effective is not at issue. Both OG groups in both schools ac-
knowledged that they "... have learnt about life and hurran nature" (3.22), though the 
degree of agreement was nore positive at School 1, especially in Std 6. 
Perhaps also because of the less formal approach, there was a vehement defence of 
traditional literature (3.19) fran the Std 6s at School 1, ..nile the position was ex-
actly reversed at School 2: 
School 1: 
School 2: 
28,0 
60,0 
68,0 
30,0 
4,0 
10,0 
The response of the Std 7s to the two questions ..nich probe literary appreciation and 
judgement- (3.8 and 3.9) is interesting. At School 1, there was nruch nore positive 
agreement that they had learnt to read "... with greater understanding" and to tell 
" .•. gCX)d writing fran inferior \o.Ork": 
3.8: School 1: 
School 2: 
3.9: School 1: 
School 2: 
85,7 
53,8 
57,1 
26,9 
3,6 
26,9 
25,0 
30,8 
10,7 
19,2 
17,9 
42,3 
One thing that can be said with certainty here is that at School 2 the Std 7s are 
less decisive about matters of literary insight. In 3.9, for instance, 42% recorded 
"Don't knows" and the remainder was alnost equally divided. Experience suggests that 
this response is to be expected fran fourteen-year--olds, so the corrparatively posi-
ti ve response from School 1 is unusual. In support of this difference between the 
t..., std 7 classes over the question of literary discrimination, the responses to 2.14 
..nich mentions "... I have learnt to tell good writing fran bad" will be cCllpared 
l ater in this chapter. 
Finally, given the difference in approach towards literature that operates at OG 
level in the t..., schools , it is easier to accept that at School 1 pupils are !!'Ore 
comfortable about verbal ising their ideas and opinions (especially orally) than at 
School 2. 'Ihis has been illustrated with reference to 3.11 on page 77, ..nere the 
differences overall attain statistical significance. A last illustration of this 
situation as it affects the OG groups is taken from the cCIllpanion question to 3.11, 
namely 3.10 ( "These days I think about ...mat I am reading and feel that I oould 
express an opinion 
Std 6: School 
School 
Std 7: SChool 
Sclxx>l 
on it!!): 
1 : 
2: 
1: 
2: 
72,0 
40,0 
82,1 
61,5 
8,0 
33,3 
10,7 
34,6 
20,0 
26,7 
7,1 
3,8 
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1. The objective at SClxx>l 1 to "woo pupils into the reading habit" appears to 
have been highly successful. Both library borrowing statistics and respcnses 
to the Pupil Questionnaire indicate an enthusiasm for reading greater than that 
at School 2. 
2. Despite the pupils at SChool 2 appearing to have IlOre books in their hares, the 
survey suggests that not as much reading is dene as at Sclxx>l 1. '!his!l'ay be a 
factor of more relaxed parental control, suggested by the admis sion by pupils 
of School 2 that they watch IlOre television than they db reading. 
3. Perhaps the problem of the negative perceptions of the Std 10 class at Sclxx>l 1 
arises frem their not having had as IrUlch encour agerrent to read at hare as their 
IlOre positive counterparts at School 2. 
4. Approaches to OG Literature Study differ in the t"", schools. The IlOre formal 
and syste!l'atic 'project' approach at School 2 appears to be less popular than 
the discussion-orientated exposure to a multitude of texts adcpted at School 1. 
The pupils at sclxx>l 1 appear t o be more confident about verbal ising their 
respcnses to the texts than at School 2. 
Continuing the discussion above, it should be noted that certain of the respcnses to 
the writing section of the Pupil Questionnaire support the contention that the 
younger pupils at SChool 1 are less inhibited about expressing their views. Carpare 
the Std 6 respcnses to 2.3 ( "I enjoy giving my ideas about things"): 
Sclxx>l 1: 
School 2: 
80,0 
66,7 
8,0 
20,0 
12,0 
13,3 
Also interesting is the respcnse of Stds 6 and 7 to 2.14 ("Through my own writing at-
terrpts, I have learnt to tell good writing fran bad"). As with 3.9 (page 78), the 
contingent from SChool 1 was much more positive than their counterparts: 
80. 
Std 6: School 1: 60,0 20,0 20,0 
School 2: 46,7 23,3 30,0 
Std 7: Scl=l 1: 67,9 21,4 10,7 
School 2: 38,S 15,4 46,2 
By Stds 9 and 10, however, the situation was very different with regard to 2.14: 
Std 9: School 1: 46,2 30.8 23,1 
School 2: 65,4 26,9 7,7 
Std 10: Scl=ll: 38,1 33,3 28,6 
School 2: 73,9 0,0 26,1 
lhe contrast of attitudes between the tw:> Std 10 classes has frequently been remarked 
upon. 
School 
Perhaps the large degree of uncertainty that afflicts the Std 7 group at 
2 (see 3.9 page 78 and 2.14 page 78) is also merely a class characteristic. 
Again the Std 10 class at School 2 was IIUlch m::>re positive than its totally divided 
counterparts at Scl=l 1 in responding to the oontention that "Through doing writing 
tasks in English, my essay writing has improved in other subjects" (2.12): 
School 1: 
School 2: 
28,6 
69,6 
28,6 
21,7 
42,9 
8,7 
A school-wide difference emerged in the responses of the sarrple to 2.7 ("Conposition 
,,'Ork is boring"). This proved to be statistically significant at the 5% level: 
School 1 rejected the idea with a majority of 46%, whilst School 2 rejected it by 
only 18%: 
Scl=l 1 : 
School 2: 
17,7 
33,3 
63,7 
51,2 
18,5 
15,4 
Considering that the sanple size from each school was almcst exactly the sane, this 
indicates that aver twice as many pupils at School 2 find composition work boring 
than at School 1. Given that the term "composition work" rray have been misin-
terpreted (see page 41), such possible misinterpretation must be assumed to have af-
fected the entire sample, in the absence of any evidence to suggest the contrary. 
Thus the problem remains: "hy the comparative disillusionment with writing w:>rk at 
School 2? 
Lcoking at the responses of each standard, the most =ious reaction fran School 2 
was in Std 6, where agreement to 2.7 predominated by 20%. lhis was the only groop to 
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agree by a majority. Their fellows at School 1 rejected the idea by 60%. Rejection 
in Stds 7 and 8 was greater at School 1, and Stds 8 and 9 at School 2 rejected by a 
very small margin (5% and 8%). Only the Std 10 group at School 2 disagreed with the 
contention forcibly (by 74%, conpared to 24% at School 1): 
2.7: Std 6: School 1: 12,0 72,0 16,0 
School 2: 46,7 26,7 26,6 
Std 7: School 1: 14,3 67,9 17,9 
School 2: 26,9 57,7 15,4 
Std 8: School 1: 29,2 45,8 25,0 
School 2: 38,9 44,4 16,7 
Std 9: School 1: 3,8 73,1 23,1 
School 2: 38,5 46,2 15 , 3 
Std 10: School 1: 33,3 57,1 9,5 
School 2: 13,0 87 , 0 0,0 
The popularity of writing has been discussed (page 56) and a closer consideration of 
the responses to section B of the questionnaire does not shed any clear light on the 
comparisons above. Of the responses made there to "What do you like nost about 
English?" (Q 1), only 3% nore selected writing at School 1 than at School 2. This 
figure is exactly reversed in the responses to Q 2 ("What do you like least about 
it?"), where 7.3% at School 2 selected writing compared to 4% at School 1. Of 
course, responses to this section of the questiormaire Wlere entirely unprograrmed, so 
that direct corrparison to the figures above is not possible. For exarrple, the Std 
lOs at School 2 mentioned writing as a very poor third choice in saying what they 
liked nost about English (Oral 31%, Setw:Jrk 29%, Writing 12,5%), whereas their com-
paratively lukewarm counterparts at School 1 (see table above) nominated writing with 
reading as their first choice (25%). 
The response to 2.7 in Std 10 fits a now familiar pattern, thus it might be more 
helpful to consider tw:J strongly contrasting responses in the table above, nanely 
those of the Std 6s and Std 9s. At School 1, both Std 6 and Std 9 rejected the con-
tention vehemently , whereas at School 2 it was accepted in Std 6 and rejected nar-
rowly in Std 9. Given the contentious nature of writing (see pages 56-7), it may be 
that these extreme contrasts have something to do with the nature of the teaching 
operating in those four classes. Enthusiasm in writing exercises is often directly 
related to the anount of time budgeted for it by the teacher, and the sensitivity and 
helpfulness of his evaluations. This is clearly a point w:Jrthy of further research. 
Perhaps something else which points to the ' teacher factor' playing a role in this 
matter is that the sane Std 9 class from Schcol 2 evinced great enthusiasm for 2.3 
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(III enjoy giving my ireas al:x:rut things !! ), W1ereas a question concerning the acquisi-
tion of writing techniques such as 2.8 ("'Ihrough practice a a. I can now set out to 
create a special effect .. . ") produced a simil ar respcnse tc that of 2.7 : 
Std 9: 2.3 School 1: 73, 1 11,5 15 , 4 
School 2 : 88,S 7 , 7 3 , 8 
2.8: School 1: 84,6 7,7 7 , 7 
School 2: 46,2 42,3 11 ,5 
Finally, it is interesting to note the reactions of the Std 9s to 2.6 ("I s truggle to 
write cClltJ?Ositions because I haven't got much imagination"). At School I , the Std 9 
response rejected the idea by nearly 58% , whereas at School 2 the percentage of 
rejection over agreenent was a narrow 4% (the nOon I t knows" were the same in each 
school) . It is tenpting to pcstulate teacher influence here. 
A related area in which teaching plays a particularly sensitive role is that of wri t-
ing poetry. 'lhis tilre the Std 6 pcsition at the schools was quite different ..nen 
corrpared tc 2.7 and it was School 2 which was IlDre enthusiastic: 2.4 ( "I like writ-
ing poems II ) : 
Std 6: School 1 : 
School 2: 
40 , 0 
50 , 0 
56 , 0 
33 , 3 
4 , 0 
16,7 
In Stds 8 and 10, the rejection of poetry writing was much stronger at School 1 than 
at School 2 ; the 7s and 9s were abcut the sarre. Again , it may be a teacher factor 
at '-Or k here. 
The question on the influence of television in this section of the questionnaire did 
produce statistically significant results when the overall response at the two 
schools was corrpared. 'lhis tiJre the null hypcthesis was rejected with 99% certainty 
(r = 0,01) when the respcnses to 2 . 5 ("I often borrow ideas from 'IV , videos, etc. be-
cause I don't know what to write") ~re tabulated: 
School 1: 
School 2 : 
22 , 6 
39,0 
64,5 
45 , 5 
12 , 9 
15,4 
Although both schools rejected the idea, School 1 rejected it by a majority of 42% 
corrpared to 6,5% at School 2. When the standards in each school were conpared, every 
standard at School 1 rejected 2 . 5, whilst at School 2 four out of the five standards 
agreed, the only exception being Std 10 (which rejected the contention as vehemently 
as their counterparts at School 1). Three exarrples will suffice: 
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Std 10: SChool 1: 4,8 90,S 4,8 
SChool 2: 4,3 87,0 8,7 
Std 9: SChool 1: 7,7 73,1 19,2 
SChool 2: 46,2 38,S 15,4 
std 8: SChool 1: 29,2 54,2 16,7 
SChool 2: 50,0 27,8 22,2 
The tendency for the older pupils (HG) to reject the influence of television on writ-
ing and for the younger ones to accept it (OG) is noted on page 44. Further discus-
sion of the influence of television on reading (3.5) is to be found on pages 39 , 52 
and 74-5. '!his last discussion (page 74) suggests that the pupils at SChool 2 are 
llDre likely to be distracted by television viewing than at SChool I , a point which 
seems to be supported by the analysis above on 2.5, which probes the practical in-
fluence of the small screen on English work. 
In suomary 
1 . MOre than twice as many pupils at SChool 2 claim that composition work is 
boring than at SChool 1. The difference is llDst striking in Stds 6 and 9, per-
haps because of the 'teacher factor I .. 
2. The influence of television and videos on the work of the pupils in English 
again appeared to be significantly greater at SChool 2. 
Language study 
There seems to be sorce evidence of a difference in approach to Language Study bet"""", 
the two schools . 'J'I..D questions from Section A of the Pupil (pestionnaire , narrely 
4 . 10 and 4.12, produced statistically significant differences when the responses of 
the schools ""re corrpared. 
'!he greater contrast concerns 4.12 (III cannot see the point of surrrnary Y.Drk"). Here 
the difference was significant at the 1% level: 
SChool 1: 
SChool 2: 
21,8 
39,0 
71,8 
49,6 
6,4 
11,4 
In canparing the reactions of the different standard groups, it is obvious that ap-
preciation of sumnary work only begins to appear from Std 8 upwards at SChool 2 and 
then it is carparativel y lukewarm, even in Std 10, when set against the strong sup-
port from SChool 1: 
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Agree Disagree Don't kooii 
School 1 School 2 School 1 School 2 School 1 School 2 
Std 6: 12,0 43,3 72,0 43,3 16,0 13,3 
Std 7: 35,7 38,S 60,7 34,6 3,6 26,9 
Std 8: 16,7 33,3 83 ,3 55,6 0,0 11,1 
Std 9: 23,1 46,2 69,2 50,0 7,7 3,8 
Std 10: 19,0 30,4 76,2 69,6 4,8 0,0 
The point was made on page 48 that sunmary work is not clearly specified in the Std 6 
syllabus and that its only rrention in ex; is as part of the Std 7 examination. nris 
partly explains the difference noted there between the Grades. Particularly inter-
esting in the context of that discussion, were the reactions of the Std 6 and 7 
pupils in the table above. Those at SChool 2 in Std 6 were evenl y divided, whilst 
the Std 7s sho""d a similar pattern with a small majority actually agreeing with 4.12 
and alJrost 27% undecided. At School 1 , support for surrmary VDrk in Stds 6 and 7 was 
corrparatively dramatic. 
nris leads to the conclusion that summarising is being taught at the Std 6 level at 
SChool 1 and that its relevance and inportance is clearly grasped by both ex; groups 
at that school. The HG picture is possibly a nore reliable area to cmpare attitudes 
to sumnary work and, again, the conclusion is that its value is nore strongly as-
serted at School 1. The phrase "see the point of" is unambiguous enough and it 
seE!l1S inescapable that the pupils at School 2 differ in their attitude to this aspect 
of Language Study catpared to those at SChool 1. 
The problems facing teachers at both schools with regard to the 1986 Language Study 
syllabus have been illustrated on page 60, where the non-availability of suitable 
language textbooks designed for that syllabus is highlighted. This factor may be 
responsible for differences in emphasis and approach between the two schools. 
School 1 decided to inplement the graded language ex>urse offered by the Ccxrprehensive 
English Practice series. The Std 8 book was the first to appear, follo""d by the Std 
6 version shortly afterwards, but it was only in June 1988 that copies of the Std 7 
edition reached the school. At the time of this survey, these were the only groups 
using a language textbook designed for the new syllabus and Std 7 had just begun with 
it. These three groups also made use of a language primer, edited by Rose and 
Purkis, called English Granmar. Stds 9 and 10 operated with material developed by 
the English department and based largely on the concept of "language in action" (a 
point which may becone relevant later on), beefed up by sane of the rrore traditional 
material that could still be used in the then obsolete Std 9 and 10 Comorehensi ve 
English Practice. 
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The picture at School 2 is similar with Catprehensive English Practice being used in 
Stds 6 to 8, though with both ex; groups this was supplerrented by the useful Skills of 
English series. In Std 8, the supplerrentary books were Essential Gramnar, Practical 
Punctuation and Matter of Style. The enphasis then was clearly upon 'learnable' lan-
guage ..urk. Continuing this trend - and rather interesting considering the discus-
sion on sUImar}' \fOrk - in Std 9, the pri.rrer Principles of Precis was used in conjunc-
tien with Frem Reading to Writing and the Australian book Senior Language. This last 
text was used again in Std 10 and, offsetting the rrodern approach, the pupils also 
ll'ade use of the very dated book High School English. Thus a wide variety of language 
textbooks was used, offering both traditional and rrodern approaches to language. 
Bearing in mind the stated goal of the English depart:rrent at School 2 to offer pupils 
an alnost tangible learning core in Language Study, ..urk that could be 's..utted up' 
and ..uuld be examined (see pages 65-6), and looking at the range of texts provided to 
assist in this objective, it is interesting to examine the responses to 4.9 ("Granrrar 
is seldcrn any use for exams "). The idea was rejected at School 2 unequivocally, the 
highest disagreement being by 69% (Std 9) and the lowest being by 28% (Std 8, ""ere 
one third agreed with the staterrent). Thus, at School 2, there is evidence frem 4.9 
that the declared objective of the English depart:rrent is being net, though it must be 
pointed out that the support for the usefulness of grarmnar in examinations is not 
cont ined to this school. 
In fact, the Std 6s at School 1 r e jected 4.9 by an overwhelming 92% with not one dis-
senting voice (see page 48), ""ilst 20% of the Std 6s at School 2 recorded "Don't 
knows" and disagreed by a majority of 60%. Even the problematical Std lOs at School 
1 dismissed the idea force fully (by 62%), ""ilst their peer group at School 2 was ac-
tually less positive, disagreeing by 48%. Yet, in Stds 7 and 9 at School 1, scrne 
cLogree of support for 4.9 was noted, the rejection noajority being 28% and 34% respec-
tively. 
In Std 9, there was twice as much disagreenent at School 2 (69%) and that can pos-
sibly be explained by the fact that the pupils at the t..u schools had been following 
distinctly different approaches to language work. By contrast to the stated focus of 
l anguage ..urk at School 2, the Std 9 group at School 1 had been exploring a loosely 
structured language c ourse designed to train sensitivity to and articulation about 
"language in action II. Exposure to a variety of different language contexts, 
registers and styles was offered through photocopied ll'aterial with exercises ap-
pended. It follows, then, that their l anguage examinations did not feature rrruch 
"grarrroar l1 , nor nuch that could be 'swotted I. Instead, skills of discrimination and 
description were tested. 
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As a companion question to 4.9, pupils were asked to respond to the idea that 
"Language examinations are more entertaining than useful in testing what ~ know" 
(4.13). The reaction of the Std 10 classes to this has been discussed on page 60, 
but the differences bet"""", the t= classes were not highlighted in the general c0m-
ment about confusion as to what ought to be taught to prepare pupils far the Senior 
Certificate examination. In fact, School 2 disagreed strongly, but 30% of them 
reserved judgement. The 'maverick factor' probably played a part at School I, where 
the Std lOs seem to have latched onto the cynical tone of the statement and, despite 
their viewpoint in 4.9, agreed strongly: 
School 1: 
School 2: 
57 ,1 
13,0 
28,6 
56,5 
14,3 
30,5 
At the other academic extrare, the Std 6s at School 2 actually accepted the idea (by 
a very small margin) and, despite a large number of "Oon It knows n. the impression 
gi veIl at SChool 1 is far more posi ti ve : 
School 1: 
School 2: 
8,0 
40,0 
52,0 
36,7 
40,0 
23,3 
With this kind of question, a high ''Don't know" factor is to be expected and, it is 
arguable, knowing the nature of the t= Std 10 classes, that those at School 2 =uld 
prefer wisely to reserve judgarent, whilst their peers at School 1 =uld be quick to 
condemn. It is arguable, in other =rds, that both groups share a degree of 
perplexity about language examinations at Senior Certificate level. 
uncertainty in Stds 6 to 8 varied between 21% and 40% and afflicted both schools 
equally, but the ex:; support for 4.13 from School 2 was surprising in the light of the 
Language Study objective discussed on page 85. The Std 7s , for instance, showed 
similar divisions to the Std 6s at School 2 and were equally split: 
School 1: 
School 2: 
32,1 
30,8 
42,9 
30,8 
25,0 
38,4 
Both Std 8 groups rejected 4.13 strongly and, consistent with the responses to 4.9 
(!'age 85), the Std 9s rejected it at School 2 with much ITDre force than at School 1 
(by 42% and 11% res"ectively). Only 11% of the Std 95 were uncertain at School 2, 
v.hereas nearly 35% at SchCXJl 1 recorded "Don It knows" . 
On balance, there is enough evidence to conclude that the language objective at 
School 2 is being net, though the ex:; groups seem slightly confused. 
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In support of the argurrent that there is a difference of approach to language W)rk in 
the tw:J schCXJls , it is necessary to lCXJk at the r e sponses to 4 .. 10 ("Language lessons 
have sho'Wt'l rre how writers can manipulate people, how they can influence, trick, or 
persuade people into accepting their views"). As with 4 .12 (see page 83), the 
responses of the tw:> schools were different enough to be statistically significant, 
though only at the 5% level: 
62,9 
52,0 
19,4 
14,6 
17,7 
33,4 
The obvious difference is in the number of "Don It knows". At School 2, these 
arrounted to one third of the sanple and it was particularly noticeable in stds 6 , 7 
and 8: 47%, 54% and 39%. '!he oorresponding figures at School 1 were: 24%, 25% and 
17%. The Std 10 conparison was also interesting: 
School 1: 
School 2: 
85,7 
65,2 
9,5 
26,1 
4,8 
8,7 
'Ihis seems to suggest a different orientation in the tw) schools as regards the per-
suasive power of language, or its use as a vehicle for propaganda. Certainly, this 
kind of errotive language is a major conponent of the Std 9 and 10 W)rk devised by the 
teachers at School 1. As discussed before (pages 46 , 48 and 57), 'loaded language' 
ches not form part of the ex; syllabus, hence the higher "Don It know" factor in these 
groups. Yet it seems to creep into the W)rk done at School 1 in ex; , ""ere responses 
to 4 . 10 are far more positive than at School 2. 
But a different picture emerges ""en those questions I>ktich probe the practical ap-
plication of granmar are examined. Responses to 4.5 ("Gramrrar lessons have helped ne 
to write rrore correctly") and 4.6 ('Ibrough grarrrnar lessons, I can now see what my 
teacher rreans when he corrects my carposition errors II) suggest that gramnar is rrore 
neaningfully integrated into the Std 9 and 10 courses at School 2: 
Agree Disagree !lcn't know 
School 1 School 2 School 1 School 2 School 1 School 2 
4.5: Std 9: 26,9 65,4 57,7 30,8 15,4 3,8 
Std 10: 33,3 52,2 52,4 34,8 14,3 13 , 0 
4.6: Std 9: 42 , 3 65,4 42,3 30,8 15,4 3,8 
Std 10: 42,9 73,9 47,6 17,4 9,5 8,7 
'Ihis fits in with ..nat has been said concerning the place of 'learnable' grarrrnar in 
the English curricult.nn at School 2, and also supports the view (page 85) that School 
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1 is IIDre concerned with \o.Orking on skills of discrimination in language lessons. 
Two ananalies fran School 2 which future researchers may be IIDtivated to explore con-
cern 4. 7 ("Grarnrar lessons repeat the sane old things year after year"). Here the 
agreerrents from Stds 6 and 9 were particularly strong: by 67% (Std 6) and 73% (Std 
9). By conparison, the degree of agreerrent frc:m School 1 was ""ak: 12% (Std 6) and 
19% (Std 9). It may be that, in the case of School 2, there is a better carry-over 
fran the Std 5 Language Study syllabus than at School 1, so that a lot of work is 
repeated in Std 6. But the Std 9 response is puzzling, considering that the degree 
of agreenent in Stds 7 and 8 at School 2 was only 34%. 
Another oddity concerns the ex; responses to 4.8 ("Grarnrar is difficult") at School 1. 
'Ihe only group in the "*'ole survey to disagree with this was the Std 6s at School 1 
(by a mere 8%). 'Iheir colleagues at School 2 agreed by 54%. Yet, in Std 7 at School 
1, there was a majority of 64% prepared to agree that grarrmar is difficult. 'Ihese 
diametrically different attitudes within the ex; course might be the result of the 
'teacher factor'. 
Finally, rrore for the record than for any new illumination, it should be pointed out 
that the Std 10 class at School 1 continued its record of being out of step with IIDSt 
of the other classes in the survey, particularly in those questions which struck a 
provocative note, for instance IICornprehension work has taught~: (4.1) to read 
carefully; (4.2) to think about wnat I am reading; (4 .3) to express myself care-
fully." 'Ihis tendency to be negative is also seen in 4.6 (page 87) , 4.7 (page 88) 
and 4.11. 
Before turning to wnat the teachers had to say in the survey, it is interesting to 
look at the responses of the pupils to Q 4 of secti on B of the Pupil Questionnaire: 
''What makes a good English teacher?". 'Ib this question, there were 552 responses, 
In the table below, the suggestions made 258 from School 1 and 294 from School 2. 
appear in ranked order of the total sanple, follo""d by a percentage. 'Ihe other per-
centages calculcated refer to those groups and are indicated to show changes in the 
rank order frc:m group to group: 
Qualit:L 'lbtal School 1 School 2 ex; HG 
E><plains ",,11 14,7 20,5 9,5 16,7 13,4 
Innovative 10,7 8,5 12,6 7,9 12,5 
Sense of hurrour 7,6 6,2 8,8 7,4 7,7 
Understanding 7,4 8,9 6,1 9,8 5,9 
Enthusiastic 7,2 7,4 7,1 4,7 8,9 
Knowledge of subject 6,9 4,7 8,8 7 ,0 6,8 
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Q.Jalit:( 'lbtal School 1 School 2 ex; HG 
Patient 5,3 5,4 5, 1 7,4 3,9 
Relates to the class 5,3 4,7 5,8 5,6 5,0 
Helpful 4,9 4,3 5,4 6,5 3,9 
camumicates well 4,3 5,8 3,1 4,2 4,5 
Enjoys his job 4,0 2 ,7 5,1 3,3 4,5 
Interested 3,4 4,3 2,7 2,3 4,2 
An interesting person 3,3 1,9 4,4 4,2 2,7 
Open-illinded 2,5 2,7 2,4 0,9 3,6 
Encouraging 2,4 1,6 3,1 0,9 3,3 
'lhorough 2,4 1,9 2 ,7 0,9 3,3 
Arrong the remaining suggestions (1.3% or below of the total sanple) , were: "Involves 
the class; Irrpartial; Friendly; Kind; well-organised" and "Finn". 
'lhough it must be conceded that such qualities as "Explains ",,11" fit the profile of 
any "good" teacher and are not specific to English teaching, yet the table above is 
not without interest in an illuminative evaluation. One could argue that such highly 
rated qualities as "Irmovative" and "Sense of humour" have more validity in the 
teaching of English than they might in mathematics or accounting. Perhaps too the 
concept of "An interesting person" and being "Open-mindedll are especially relevant to 
the success of an English teacher. 
&It what is particularly interesting about the items listed in the table is the rank 
order . School 1 rates "Explains W2:11" as nore than twice as inportant as the next 
items "Understanding" and "Innovative". At Schcx:>l 2 , "Explains y;ell" I though rated 
second on the list, attracted half the response that was recorded at School 1. 'lhis 
seems to suggest a general difficulty in coping with the subject of English at School 
1, MUch is not shared to anything like the sarre degree at School 2 . Closer examina-
tion shows that the contrast is greatest in Stds 6 and 7 (25% in School 1, 10% in 
School 2). In support of the general perplexity noted before in std 8 in this sur-
vey, "Explains ",,11" was rated higher by the Std 8s of both schools than any other 
group: (28% in School 1 and 17% in School 2) . 
Looking at this another way, it would seem that the pupils at School 2 are nore con-
fident about coping with English than they are at School 1 and this could perhaps be 
related to sociological differences bet~ the t;..o groups (see pages 62 and 64 ) . 
Perhaps the sarre reason explai.1'1S why I innovation' was rated so much higher at SChool 
2. Here it was ranked first, about 4% higher than the next three qualities (MUch 
v.ere clustered tCX]ether), narrely "Explains wzll" , IlSense of hUITOur" and "KnOW'ledge of 
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subject". In Std 6, "Innovative" was first by far with 19% of the responses, whereas 
at School 1 this quality attracted only 2% (crnpared to 25% for "Explains "",11"). 
It could be argued that children fran trore affluent and culturally aware hares are 
correspondingly trore confident about coping with the subject and are I1'Dre apt to be 
bored with the repetitive nature of the syllabus, particularly as it affects Std 6s. 
It may "",11 be that, with regard to Std 6, the ""rk done in that year at School 2 is 
very s:il!lilar to what had been done in Std 5, ...nereas at School 1 this might not be 
the case. 
1. The value of surrmary ""rk seems to be trore strikingly asserted at School 1 than 
at School 2. 
2. Though both schools use Canprehensi ve English Practice as a core text, School 2 
employs several other texts to assist in providing a learning element for 
English. At School 1, stds 9 and 10 ""rk largely fran phot=opied material to 
explore 'language in action', and concentrate less on formal. gramnar. 
3. Evidence suggests that the objective at School 2 of providing pupils with a 
body of language ""rk · that can be studied for examinations is being achieved, 
at least at HG level. 
4. Both Std 10 classes seem at a loss as to ...nat to expect in the Senior Certifi-
cate language paper. 
5. Stds 9 and 10 at School 1 seem not to share the sane appreciation for gramnar 
as their counterparts at School 2, possibly because of the different errphasis 
noted in point 2 above. 
6. It ""uld seem that the pupils at School 2 are more confident about the English 
curricultnn than those at School 1. '!he trost desirable quality of an English 
teacher emerged a s "Explains weIll! at School 1, whereas at School 2 
"Innovative" was ranked first. 
4 • 5 (Ul'SITONNAIRE 2: mE 'lFJCHERS 
~s questionnaire, directed to all of the teachers of English in the t"" schools, 
cOm?rised eleven open-ended response questions (see Appendix 8.3.3, p .156). Teachers 
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were free to combine responses, to anit questions, or to concentrate IIDre on some 
questions than others, as long as they did not consult each other. Thus ans",,",s vary 
greatly in length and scope. 
It must also be noted that the teachers quoted here are not necessarily the teachers 
of the classes polled in Questionnaire I, though, in setting up the first question-
naire, an effort was made to have at least one class of each of the 'mainstream' 
English teachers represented in the survey. 
Subsequent to the gathering of data, both schools have experienced a significant 
staff turnover in their English departrrents. Thus a current sanpling of views may 
differ frcm what is reflected here. 
Each of the questions will be considered in turn and the more interesting responses 
will be highlighted. The reader may find it useful to refer to Appendix 8.3.3, as 
the wording of some of the questions is lengthy, allowing various directions of 
response . . 
~cn 1: "Are the aims and objectives of the syllabus-makers being met in our 
English programre at school?" 
The twin problems of too little time and too Imlch ...ork surfaced here and led half the 
staff in both schools to express serious reservations about success in achieving the 
Global Aims of the syllabus: 
Another major problem that influences the effectiveness of the programre is the 
time factor. The syllabus invites (and encourages?) t eachers to stilTD.llate and 
rrotivate pupils. The rrore creative lesson and follow-up work is often harrpered 
by the lack of tine available, or over--ccmnitment of the teachers . (SChool 1) 
The Department's goals are specific and idealistic because TIME does not allow 
for the appropriate activities to be carried out by each pupil if each goal is 
to be developed respectively. . .. Tine doesn't allow for the variety and dePth 
of specificity required in the Global Aims. (SChool2) 
The Goals of the syllabus for oral work, writing and reading were seen as par-
ticularly problematical in their broad-reaching ambitions: 
In writing we don't cover all the forms and varieties mentioned because of the 
she<>..r volume they represent. (SChool 2) 
Apart from being haunted by the spectre of not doing enough through having too ITD.lch 
to do, English teachers appeared to be frustrated by the difficulties involved in 
evaluating the success of their endeavours in the light of the Global Aims: 
The aim of involving pupils in 
Many of the aims, h""""ver, are 
make an assessrrent. 
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"active participation" is certainly .being rret. 
so nebulous that it is virtually inpossible to 
(School 2) 
This whole thesis is inspired by the problems of evaluating English teaching, and, in 
particular, the evaluation of those Aims which hinge upon the devel opment of the 
pupil as a person. It is submitted that the difficulties involved in rating one's 
success as an English teacher in these relatively intangible areas c ontribute 
strongly to teacher 'burn-out' and disillusiorurent . 
In the light of the discussion on the 'maturity syndrcxre' (page 46) , the respondent 
Yklo rrentioned the "nebulous" aims above made another interesting remark: 
Perhaps the inprovenent in the pupils' language skills is as rruch a function of 
their maturing as it is of their reaponse to our teaching. 
Again one is aware of the prevailing tone of self- doubt that permeates so many of the 
responses to t~s part of the questionnaire. 
Unique and rrost searing arrong the reaponses of the staff was that which charged the 
English course with failure on the grounds of social irrelevancy and cons equent 
artificiality: 
The Global Aims of the syllabus, cormumication through writing, oral and can-
prehension skills , are· not being rret , because of the avoidance of the realities 
of South Africa (life). This avoidance of real issues has reached such propor-
tions that the English syllabus is seen by pupils as a subject isol ated fran 
the real happenings of the world - a state incompatible with the teaching of 
corrmmication on the First Language (hone language) level. Thus, the English 
course takes on the nature of a technical course, divorced from real carrnunica-
tion of feelings, ideas and e><periences. This schizophrenic attitude to reality 
cannot result in true learning , within the accepted framework. (School 1) 
In order to clarify the standpoint and the anger of this respondent , it is necessary 
to look briefly at the comments made by this teacher to Questions 4 and 5. Not 
surprisingly, this respondent does find teaching the English programme to be 
"inhibiting, frustrating" and "a source of anxiety" (Q 5) . And , in ans~ to Ques-
tion 4, which probes 'Whether the prograrrme is "static , archaic, rigid" , the teacher 
corrnented: 
Yes. No topical poetry, novelS, poetry of Imlsic, local (S . A.) writing, etc. 
No third-world enphasis - personal , psychological and spiritual camumication 
is suppressed or not followed up . Sincerity and truth of communication is ~ 
IX>ssible. . . . The unreal and insincere approach to ccmmmication is a severely 
limiting factor in the English syllabus. 
Finally, it was alleged that the programre is out of step with the pupils' e><perience 
of life . . 
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Such remarks are indeed serious accusations. English First Language is seen as a 
course of cc:mm.mication-training within a socio-political milieu that demands ur-
gently of the white group, and of English-speakers in particular, sensitivity, in-
tegrity, flexibility, humility and out-reaching, open-minded cornmmicatioo. Lacking 
this, the challenges of the present and future are not being faced, hence the ir-
relevancy of the = syllabi, which avoid the real issues of life in South Africa 
where sensitive, sincere and empathetic communication is needed for whatever future 
is to be negotiated. 
Though a lone voice in the survey, this profound criticism of the situation cannot 
comfortably be dismissed, however sweeping sene of its claims may be. Everyone is 
aware of the central role that English must play in the future dispensation in South 
Africa and many English teachers, if asked, would concur that the present curriculum 
is not likely to be found adequate in any 'open schools' of the future. 
A problem area common to both English departments is that of practical and tangible 
co-<:J?eration between English teachers. If the work load and the lack of t:il!e are ac-
cepted as major causes of disillusiorment arrong English teachers (page 91), then any 
systems that can reduce the load and can save t:il!e will be welcare. Conversely, 
teachers who fail to be IIconscientious" I or who are guilty of not lidDing what is 
requested of them" (both quotes · from School 1), become a source of extrerre annoyance 
to those of their colleagues who then have to ''pick up the pieces". '!his is rrost 
evident during examination periods, i. e. ti.rres of greatest pressure. 
These issues are recurrent in many of the questions in this part of the survey and 
will be discussed fully when the answers to Olestioo 5 are examined. 
epestioo 2: "Each English department has its own individual objectives related to the 
particular needs of the school. Are these local objectives being ret 
in practice?" 
Specific goals of the two English departments are discussed on pages 64-5. Appen-
dices 8.2.1 and 8.2.2 contain the policy documents of these English departments. 
'!here was broad agreement arrong all the English teachers that local objectives were 
being ret, yet there were some interesting qualifications made. A full and sensitive 
analysis of the position at SChool 1 warrants quoting: 
H3IlY local objectives are being ret. Most I13.trics are now writing their final 
exam on the correct grade and overall results have iItproved. '!he top end needs 
rrore attention perhaps. A major objective has been to try to instil a work 
ethic reo English. Here Stds 6 and 7 remain a problem. Difficult for many 
teachers to reach a balance between 'fun lessons' and work. Often pupils fail 
to settle down before Std 9 or even Std 10. 
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Reading was identified as an area that needed attention. While much positive 
""'rk has been done here, much still needs to be done. Writing too. '!his is 
one of the IlDst inportant areas, and the one I probably neglect the IlDst - v.hy? 
'J.'i.rre involved! 
The saddest failure of the English department has been the enrichment 
prograrnne. Most of the English teachers are involved in extra-rrurals. Sadly, 
very few involve cultural enrichment. Part of the problem is the school 
hierarchy's lack of support and ccmnitrrent to such a prograrnne. 
The respondent itemised debating, public speaking, school newspaper and drama as 
being dead, "stilted", or dying and concluded that "all staff need to become 
rroti vated tI • 
The contention that progress is being made with the reading carrpaign was supported by 
two other teachers at SChool 1. = IlDre pointed out that poor cultural backgrounds 
are a handicap, especially when it comes to correctness of expression (oral and 
written) and originality of writing. Another echoed the "need to write more 
frequently" in the face of daunting marking loads. 
The point about the enrichment prograrnne was not raised by anyone else, yet, in con-
versation it appeared that even the "hierarchy" was 
had been discussed at several Senior Staff neetings. 
"",11 aware of the problem and it 
It seems that the difficulty is 
not so much one of priori ties at the school as the asslDlption (made even by the 
English staff) that the initiative must carre from the English departrrent, v.hose rrem-
bers are often over-ccmnitted to teaching work loads and sporting extra-rrurals al-
ready. 
At SChool 2, cultural extra-rrurals have received a boost by their inclusion within 
the tinEtabled s chool ~k. '!his is not to say that the 'cultural period' is the 
only t:iJne v.hen clubs, groups and societies function, but a lot have been born during 
that ~y period and have developed a life of their own outside of school hours. 
The appointrrent of a senior member of staff (an English teacher) with the portfolio 
of CUltural Activities has, in addition to the timetable concession above, indicated 
clearly that enrichrrent is a priority of that scheel "hierarchy II (see discussion on 
page 66). 
The English staff at SChool 2 seerred satisfied that the second goal (page 65) of the 
departrrent was being rret: 
An objective of our departrrent is to get pupils to do some IDRK for English. 
We need to fight the attitude that English is s omething you can naturally 
either do or not do. Pupils in std 10 have started to realise that you can 
l earn for English. 
Another =ted: 
Pupils now understand that one should study for English papers. 
feel rrore confident and this pays off in Std 10 finals - rrore A's. 
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The pupils 
HOW3Ver, extra \o.'Ork, such as reading an extra novel with each class per term, or ex-
tra written ~rk, is "swarrped by pressure to carplete the syllabus". Again one is 
confronted by the demands upcn an English teacher's t:irre. 
question 3: 'TIiscuss whether the aspirations of the following are being realised: 
the school executive; the pupils; the parents; and other staff." 
Broadly, speaking, English teachers at both schools felt that their departnents ~e 
catering for the aspirations of the interested groups mentioned above, but what was 
interesting was the perceived lack of sympathy for the work of an English teacher im-
plied in their responses. '!he tone of many was tinged with cynicism, as this cament 
fran a teacher at Schcol 1 on "other staff II illustrates: 
'!hey generally have little idea of the general nature of the syllabus and judge 
communication ability fram spelling skills. 
'!he same point was made by a respondent at School 2, whilst another confessed to 
having "no idea" what teachers of other subjects hoped for from the English depart-
ment . A teacher, again fran School 1, wrote: 
Most couldn't really care less. Certainly very few show an interest. Some 
berroan the fact that English teachers fail to make the pupils "write better". 
An interesting and worrying factor that emerged fram this part of the survey is the 
tendency for English teachers to beCaTe isolated fran the rest of the school with 
respect to their daily =rk. It seems that English teachers feel misunderstood, un-
appreciated and peripheral, which may explain the cynicism noted above. With disarm-
ing honesty, one wrote "Don It know" four times in ans~ to Q 3 and then added, with 
reference to parental aspirations: 
I am very seldom approached by a parent because he is ==ied that his child is 
not doing well in English - rrore likely maths. (School 1) 
Perhaps the glib assumption that all that the "school executive" requires from an 
English department is good results, A-symbols in Senior Certificate and that "the 
progra.mre should run srroothly" is the product of this isolation. In like fashion, 
rrost assumed that all that the pupils wanted ~as to pass and that the aspiration of 
"arents fell between these two poles, namely to pass ",,11. 
Only two responses, one from each school, perceived that pupils and parents might ex-
pect rrore of their English teachers, such as preparing "the pupils for life" and 
giving them "means and opportunity to develop and grow". A side thought on this 
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theme fram one of these teachers was that parents have a responsibility too towards 
the English curriculum: 
Many parents feel that teachers can provide 
and turn any child into a young Shakespeare. 
that they need to play. (School I) 
some magic ans..er to all problems 
Often they den't realise the role 
Here is the essence of the problem: ccmmmication bet"""", English teachers and other 
interested parties is not good in either school. 
Later in this chapter, the views of parents and "other staff" will be discussed. 
()Jestion 4: "Is the prograrme static, archaic, rigid? ... Corrment on its present 
character and its potential for development." 
The use of such 'loaded' ..ords in the phrasing of a question tends to produce some-
what stereotyped results. Respondents tended to react to one or t..o exclusi vel y and 
almost obsessively, thus nearly all claimed that their English dep~ts were 
"flexible~'. '!he intention was to provide sufficiently provo::ative st.i.rra.1lus w:>rds to 
illuminate the "present character" and IIp:::>tential for develcprrent II of the English 
depa.rtrrent. Few wrote such an appraisal, yet some of the points made are worth 
noting. 
At School I, in comnenting ·on the assertion that the prograrme is not static, one 
teacher raised a relevant problem with team-teaching: 
... it is unique to the English department. '!hus many pupils battle. M.Jch of 
what we are trying to achieve here is out of step with the school, in that we 
are often caught short by the timetable requirements and rigidity of, say, the 
Afrikaans department, which affects our ability to organise our classes and 
programmes effectively. 
Certainly, accustcrning pupils to the demands of team-teaching is not made easier when 
no other academic depa.rtrrent is using this technique. 
For t\O) very different reasons, t\O) other staff members at School I felt that the 
prograrme was "out of step" ",,"ith the pupils. '!he first cla..i.ned that it was llout of 
step with the pupils' experience of life" (the genesis of which viewpoint is to be 
found on pages 92-3), whilst the other said the same thing for depressingly different 
reasons: 
.•• when one considers how culturally deprived many are. How can we expect 
Johnny to enjoy and understand a "heavy" novel when all he can think about is 
L~e next party or fixing his bike? 
The 'cultural deprivation' factor was mentioned several times in connection with 
School 1, but usually by the same respondents. Clearly, it cannot be dismissed, as 
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it seems to affect the norale and attitudes of certain staff teaching there, yet it 
must be pointed out that this issue was not mentioned by all and cannot be construed 
as a general problem. 
At School 2, only one teacher felt that the progranune was "fairly rigid". This 
teacher suggested that the tirre had crne for an "update" of the programre, but was 
not sure how to set about it. One suggestion made was that English teachers should 
work more closely with teachers of other subjects and gave the example of co-
operating with &lsiness Economics teachers on the issue of advertising. This inter-
esting co:rrnent has I of course, relevance to the earlier discussion (page 95) on the 
isolation of English teachers, particularly fran their other colleagues. 
Another respondent described the programre at SChool 2 as "structured" rather than 
rigid and pointed out that regular meetings of the English staff cleared up problems. 
Yet another denonstrated that the system of "standard co-ordinators" (see page 65) 
ensured flexibility, as each brought different perspectives to bear. A third 
declared that there W2re tina set approaches", that nothing was forced upon the staff 
by the Subject Head, yet guidance and a core of basic notes were always available. 
QJestian 5: ''Do you find teaching this programre is inhibiting, frustrating, exhaust-
ing? Is it a source of anxiety? or does it allow you a sense 
of acmeverrent, security and freedan? ... " 
Several respondents combined their answers to Question 5 with their responses to 
Q.lestion 6, thus it "",uld make sense to discuss both questions together. 
()1estian 6: "Does the English programme allow you to develop as a teacher? " 
On page 93, mention was made of the frustrations caused men one's colleagues in the 
English depa.-trnent do not do their jobs propoo..rly, thus creating nore ""'rk for others. 
A teacher from School 1, in stating that the progr1lITl1E "certainly is exhausting at 
tirres" but is not inhibiting, corrnrented frankly upon this source of disillusionment: 
A problem is often the other English teachers. If they don't =rk, or conduct 
themselves professionally (marking, attitude towards pupils, in-fighting) they 
can often undermine mat one is trying to do. This has, unfortunately, hap-
pened this year. (can range from giving pupils exam questions, to discussing 
teachers with pupils, to ignoring deadlines or team-teaching responsibilities.) 
For the record, it ought to be said that the teacher to mom this corment refers has 
subsequently left the school, but the point made cannot siJrply be passed over as a 
personal clash. There are traces of the sarre irritation in the ans~s of other 
respondents fran both schools and, IIDre than anything else, this ccmrent shows the 
need for irrproved carrnunication arrong rrembe.rs of the sarre department, let alone with 
their other teaching colleagues. r-breaver, the need is not for sinple ccmnunication 
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of administrative arrangerrents, ..ru.ch is what is discussed at the bulk of English 
neetings, but for rreaningful and IIstim.llating English professional growth". Trans-
lated, this means that English teachers in a particular school should get together to 
discuss teaching (good lessens, assessrrent scherres, new trends), that they should be 
learning from each other, challenging each other, discussing their subject and where 
it is going - not talking about who will set what and when the papers have to be in 
for typing: 
OUr greatest need is to meet more regularly and to communicate our progress. 
(School 1) 
Directly related to this, and also mentioned on page 93, is the need for English 
teachers to reduce their work load by actively sharing in the preparation of lessens, 
worksheets and class tasks. This point was made by three different teachers at 
SChool 2, two of whom had interesting things to say abcut the teacher-freedom ethic: 
You can do very much your own 'thing', but can becOl1E isolated. People are 
willing to help, except the rush makes it se difficult. It;,uuld be wonderful 
to have a built-in period when teachers could discuss/prepare together for a 
section of work. (Q 6) 
The other comrented on Q 5: 
l-bt m.Jc:h sharing - each person does his own 'thing'. This can be exhausting 
and frustrating because progression differs and pupils panic when they corrpare. 
They then play one teaCher off against the other. This causes bad vibes. 
'!his sense of "freedcm" can therefore cause pupil anxiety, which defeats the 
purpose of teaching . • •• 
On page 91, lack of time and overwork are highlighted as sources of real strain in 
the life of an English teacher. Several responses to Qlestions 5 and 6 illuminate 
this problem. One in particular deserves quotation in full as it powerfully il-
lustrates the torment of a practising English teacher. The response was from SChool 
2 to Q 5: 
Exhausting - after 360 scripts in the exam alone! At the end of the term I 
feel totally exhausted, drained, derrented and =azy (unfortunately, I'm doing 
this questionnaire in exactly that state ) . '!here are times I want to l eave 
teaching and do scrrething totally mindless, ..ru.ch, incidentally, probably pays 
nore! So that answars the "frustration" question as well. Anxiety - yes, with 
so little tine to do se much setwork, not to mention writing (all that 
marking!) and then language (how do you drill in basics when you 're totally 
cross-eyed anyway?). There are occasional 'highs I - when a lesson is 
successful; when somecne understands scrrething; when they hand in good work. 
Sorre of the deeper insights shared in a poetry lessen are extremely valuable 
and worthwhile, but I don't know if the balance of suffering is worth it. 
Any conscientious English teacher will recognise this situation. The operative word 
is "suffering". Whatever this part of the studY may achieve, it is hoped that the 
rressages in this for syllabus plarmers, school principals and subject heads may be 
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clear. '!be onl y palliative for this syndrare is dramatically better camnmication; 
the only solution lies in =eating Jl'eaningful support structures. Gone are the days 
...nen English teachers were to be found on every street corner. 'Ibis country cannot 
a£f=d the 'burn-out' of caring and experienced teachers of English, ...nen, ...natever 
educational dispensation emerges fram the negotiating chambers, English is likely to 
be the priority in the educational upliftrnent of the masses of children in Southern 
Africa. 
In operating between the poles of freedom and rigidity, subject heads should take 
note that there are mmy teachers who appreciate mat they call "organisation": 
I feel secure within the fraJl'ework of clearly set out syllabus aims and objec-
tives. It is comforting to know that all members of anyone standard are doing 
the SaJl'e work. (School I) 
Another from School 2 described the English department as being ""-"ll-organised -
responsibilities are clear", >.tU.lst a colleague fran the SaJl'e school pointed to the 
other danger: 
It is ilTportant that not too much work be pres=ibed by the (standard Leaders' ) 
programres f= anyone term as this can lead to anxiety. We need to be able to 
use our own initiative apart fran the rigid programre set. 
'!bere is a lot of sense in this last remark. English cannot be taught at a gallop: 
the acquisition of skills o~ perception, analysis and expression requires time, 
patience and repetition. 
Finally, teachers from both schools praised the system of 'standard Leaders', a sys-
tem which gave individu.als IIfreedan, responsibility, opporttmity to show initiative II 
and 1I1eadership opportunities II .. 
O>estion 7: "How do we cD-Operate as a team? . . . What is your assessment of the 
leadership role of the SUbject Head?" 
Generally, both subject heads emerged with praise and only two criticisms were of-
fered of each. At SChool 1, he was accused of being "over- committed" to respon-
sibilities outside the English departJl'ent, for example, he was also a standard head: 
" .. ... very time consuming - need to concentrate on one job; unfortunately , like other 
teachers, over-conmitted ll 4 '!he other criticism ran as follows: 
I just wish he'd smile more! Nothing to do with English, but inportant all the 
SaJl'e. 
Perhaps the tVlO issues are linked! 'Ihere is not ITD.lch room for smiling when one is 
over- cornmi tted! Yet the warnings are clear to those who undertake positions of 
leadership : it is not just ...nat you do that sends messages to other teachers, but 
how you appear to be. 
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The subject head at School 2 was a=used of being "a bit rerrote" to offer the neces-
sary assistance "sanet.il!es". It was also alleged that, though he ran the departrrent 
very ~ll, he exhibited a "slight resistance to innovation ". Both these ccmrents had 
particular reference to the handling of new teachers. 
On the credit side , the accolades were plentiful: 
. . . leads well; approach is posi ti ve and full of understanding. 
M::>st helpful . Ccrrrnitted. Worked assiduously on the creation of realistic 
goals and the setting out of "",rk scherres. 
inforned, thorough , leads well ... (School 1) 
thorough, clear-thinking, approachable and vigilant, but non-threatening. 
tries not to be prescriptive. 
possible . 
He does not inhibit; he does not dictate, if 
(School 2) 
Yet, on the topic of team co-operation, respondents fram both school s were less 
enthusiastic: 
We appear to co-ope.rate on the surface. Do 1Ne? Do 'We share as Imlch as we 
could/should? Of ideas and "",rksheet s, I rrean? fue get-together at the HOD's 
house earlier was an excellent idea - but couldn't we have others ... to build 
spirit? (School 1 ) 
This thought was echoed in a . remark frem School 2: 
When required to do so , we can and do ""'rk together Teachers are willing 
to share ideas if asked . Not many offer (for fear of being thought to push 
their viewpoint, I suspect!). 
There is enormous resistance to opening one's classroom door in most schools. 
Teachers have become territorial an:iroa.ls who jealously guard their danains against 
invasion by their colleagues. M3ny are errpire builders for whom sharing expertise , 
lessons and notes is an anathema. One solution to breaking dov.n these barriers is, 
of course, team-teaching : 
There could be rrore co-operation (e .g. 
bling and an organisational p r oblem. 
rroti vation, otherwise nothing happens. 
team- teaching) , but this is a tirreta-
The subject head has t o provide the 
(School 2 ) 
At School 1, team-teaching does take place , though only in Stds 9 and 10. Through 
this, dramatic progress has been made in breaking down barriers, yet , as noted before 
(page 97), new ones arise when teachers fail to do their team duties conscientiously. 
Other respondents were happy with the l evel of co-operation , though again, at School 
1 , cOIlPlaints about colleagues not carrying out instructions and not pulling their 
weight were voiced . 
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QJestian 8: "Is the >.ork load fairly distributed in the English departnent? •• " 
'Ihere were no ccmplaints fran either English departnent regarding the distribution of 
\o.tlrk. It is interesting to note that at School 2 the English teachers are given spe-
cial consideration when the examination tinetables are drawn up. 
'!he only cCX!1plaints carre fran three teachers at School 1 who strongly disliked the 
system (introduced in 1986) of 'whoever sets the paper, marks it - across the stand-
ard. I One objected to "doing sareone else I s marking" just because that person set 
the paper. Clearly, this teacher has not understood the careful systen of rretering 
>.ork l oads for examinations described in the English Work Scheme (Appendix 8.2.1, 
p.141). Another remarked, more 
one rrarked across the standard. 
accurately, that the marking load 
'Ihe third was rrore vehement: 
seened heavier ""en 
I loathe marking across the standard. After marking the first 30 papers, I am 
sure I am too bored to be as effective as I should be. I miss seeing exactly 
""at my pupils are dcing and find it difficult to go over the paper ""en I have 
not marked it. 
Space does not permit one to debate the wisdom of this policy, but the objections, 
""ether valid or not, are nurrerous enough for cogniscance to be taken. It does seem 
to say something abalt the degree of team co-operation too. 
QJestian 9: ''What is good about the English programme in this school?" 
'lhree teachers at SChool 1 rrentioned "standardisation" under this heading. '!he term 
refers to the setting of comrron standards for each age level throughout the school 
by , amongst other things, setting common papers marked across the standard; rroderat-
ing question papers, memoranda and scripts, as well as final totals; training 
teachers to use the sarre assesSrreJlt instrurrents for oral and 1Nritten \<,'Qrk; drawing up 
a detailed and scheduled programne of >.ork for each standard; and, above all, grading 
both the >.ork and the pupils by the standards set in Senior Certificate HG and SG. 
= others felt that the clear objectives set and the continual assessment of goals 
""re strong points. Other points mentioned were the clear guidance given by the sub-
ject head, efficient administration, and team >.ork . Flexibility and freedom were 
also nominated. 
Specific innovations that were praised included team-teaching, the reading campaign, 
the granmar programme, the system of 'Standard Heads' of English, the improvement in 
the school magaz ine and the 11 ••• excellent social programme! Can 't fault the 
braais !" 
Cc:mrents from Schc::xJl 2 ~e rrore varied.. One aspect praised was the "graded, sequen-
102. 
tial approach which builds eenfidence". '!he sane respondent praised the friendly at-
IlDsphere and the sharing of ideas that led to creative teaching. Another liked the 
variety - "the balance between formal and creative ""'rk". Tw:> felt that this factor 
allowed teachers to extend the rrore willing and able pupils, the consequence of which 
was gcx:Xi Senior Certificate results - "rrore A's than nest other subjects". 
There are, of course, certain contradictions here with vie'W'S expressed in earlier 
parts of the questionnaire. Illuminative evaluation is not invalidsted as a tech-
nique by such contradictions. In fact, its virtue is that it can accamodate such 
aspects of reality as opposing views, whether statistically significant or not. 
Likewise there is a certain irony in the assertion about A I S at Senior Certificate 
level (see pages 66-7) which makes that teacher's remarks particularly interesting. 
Another aspect of the programme at Scheel 2 which was praised is the fact that ex-
aminations are "related to the w:>rk actually taught" (see page 66). Finally, the 
support given to cultural activities is I1EIltioned (see page 66). 
QJesticn 10: ''\mat is not right? l>Ention scxre changes that you "",uld welccxre. " 
Tw:> ccmrents fran Scheel 1 stressed the need for .-ore frequent meetings of English 
teachers, a thought echced fran School 2, ""ere the respondent pointed out the pres-
sures on administration that' oc= in a large scheel, which in turn reduce the ti1re 
available for meetings. The consequence of this is, of course, lack of ccmm.mication 
within the English depart!1EIlt - a topic which has been aired on pages 97-8. 
undoubtedly, planners at School 2 should look at the concept of team-teaching in the 
English depart!1EIlt. 'lhroughout this part of the survey, tea'll-teaching was raised by 
staff at Scheel 2 and again this was to be found among the responses to Q 10. TWo 
teachers rrentioned it and one of them put it this w"y: 
Not enough sharing of the l oad - ~ all s~at away on our own, when one person 
could prepare a section and present it, another person could do scxrething else, 
and so on. 
A meeting at the end of the year lito discuss the next yearn is also needed, whilst 
another teacher wondered whether "new brooms" might be an idea, as the subject head 
had perhaps "held the position for too long". '!he only other corrplaint frOll School 2 
was the perennial one of work load. 
At School 1, the need for IlDre teaching periods in Std 6 was stressed, as well as the 
size of sane of the gro.rps, particularly as it affected team-teaching. Weaknesses in 
the cultural programme at the scheel were pointed out and, finally, the need for IT'Ore 
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free ti1re for English teachers was aired. 
Olesti.on ll: "A final cament? For exanple, ..ould you rather be teaching sarething 
other than English?" 
Not all teachers responded to this question, but , of those who did, the great 
rrajority were very positive about being English teachers. Only t..o (one fran each 
school) expressed a longing to teach another subject, both citing the sheer volurre of 
work as killing their notivation: 
If it weren't for the volurre of marking and all the bits and pieces to add up 
and evaluate , I'd be happy to teach English anI y . I need the relief (of my 
other subject) to keep my sanity and to make sure I keep in touch with other 
subjects and their needs . (School 2) 
Ttnugh it has already been quoted (page 57), the final rerrark on the Teachers' OJes-
tionnaire, because it sums up so much of what has been discussed, is given to that 
teacher fran School who cormented: 
English is the best subject in the school! The only one really ..orth teaching! 
Having said that, WOlld sarebody mind inventing a marking rrachine? 
1. Sheer work load and time pressure emerged as factors hanpering English teachers 
in their efforts to realise the Goals of the syllabi. 
2. Aims were often seen to be nebulous and difficult of evaluation, which factors 
aggravate teacher frustration in assessing their effectiveness as teachers. 
3. . One respondent accused the curriculum of being i=elevant to t11e real issues of 
camrunication facing South Africans today. 
4. Actual and tangible co-operation between English teachers emerged as a problem 
in both schools. 
5. Sane reservations as to whether the local objectives of the English departrrents 
were being realised surfaced in the survey. 
6 . It seems that English teachers are, to a degree, isolated from their colleagues 
who teach other subjects. This leads to a feeling of not being appreciated or 
understood. Evidence suggests that this lack of commmication extends also to 
parents and exists anong English teachers themselves. 
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7. Accordingly, suggestions were made that English teachers should pool resources 
to lessen the work load. Department meetings should include meaningful 
'professional growth' opportunities and should not be called sinply to discuss 
administrative arrangements. 
8. It is felt that the country can nc longer afford to lose e><perienced and caring 
English teachers through the "burn-out" occasioned by unrealistic demands on 
their time and energies that currently obtain. 
9. English teachers indicated their appreciation of a ..ell-structured and or-
ganised teaching programre in their departments. 
10. several noted that team co-operation among English teachers could be inproved. 
Many still seem reluctant to share expertise and resources . 
11. Both subject heads ..ere praised for their clear-headed leadership. 
12. SOme teachers at Schocl 1 complained about marking 'across the standard'. 
13. Factors praised by the teachers included clear objectives, attempts to estab-
lish comron standards of assessment, social gatherings and (at School 1) team-
teaching. 
14. Teachers at School 1 asked for mere frequent meetings of the English staff. At 
School 2, several "-Ould like to try team-teaching. 
15. Despite the .ark load, the great majority enjoy teaching English. 
105. 
It must be pointed out that this part of the survey was restricted to teachers of 
four subjects, narrely history, geography, biology and science, and then only to the 
subject heads of each of these subjects in the t"", schools. The aim is to illustrate 
how this component of an illuminative evaluation into English teaching may be ap-
proached. The restrictive nature of a half-thesis has prevented this area fran being 
carprehensi vel y researched in this survey and so its findings are those fran a srrall, 
though irnpcrtant, sample. 
The English teachers in the survey had little idea of ""at the "aspirations" of other 
staff \p..re with regard to English in the school (page 95). Those ""0 did ccmrent 
were sanev.nat disparaging. In that context, the remarks below may be of particular 
interest 4 
Teachers of 'other' subjects at · School 1 were interviewed (see Appendix 8.3.6, p.162) 
and their responses to the qUestions were recorded by the researcher. 
A scrupulous effort was made not to rephrase questions, to offer illustrations, or to 
indicate by any gesture or tone of voice a 'preferred I response. 'lb check that the 
recorded response was exactly what the respondent neant, the written comnent was read 
back for final approval. 'Ihis technique had three advantages: 
1. any ambiguity or doubt about the rreaning of a question could be rerredied 
then and there; 
2. the researcher could make quite sure that each respondent understood the 
question in the SanE way as the next; 
3. it created a marvellous opportunity for meaningful discussion about 
English and teaching in general. 
Unfortunately, the sane technique could not be used at School 2 and there the respon-
dents simply answered the questions on their own without collaborating with each 
other . 
QJestion 2.1: "What areas of overlap exist between your Subject and English?" 
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Basically, reading skills and writing ability were suggested. Understanding 
textbooks (science and biology) and perceiving the drift of an argurrent (history and 
geography) """,e areas of concern. SUllIllaIY and note-making were seen as useful in 
science and biology, ""ereas history and geography asked for more demanding skills. 
<l:>viously, the ability to write an articulate, succinct and structured essay was 
stressed in history, ""ere correct analysis of the questions set, the ability to syn-
thesise several sources and to see similarities and differences, finally rendering 
this material into an objective closing ccmrent, ~e seen as necessary attributes of 
the !l; pupil. Biology also claimed that objectivity (distancing) was useful. Geog-
raphy comrented that other useful areas of overlap ..ere training in role-playing and 
"imaginative garres II • 
0Jesti0n 2.2: "Does the ;..ork done in the English prograrnre assist you in the teach-
ing of your subject in any way? ... TI 
Much of the material discussed above was repeated in ans""'" to this question, however 
one science teacher carrnented that the oral ;..ork done in English classes was useful -
"Talking 'about ""at they are doing gets ideas clear in their minds". cne history 
teacher remarked that the training given in English classes in the set"-Ork essay was 
evident in the history essay, but "the weaker pupils tend to disregard all rules of 
grarR'flaI' when writing · history essays". 
Olesticn 2.3: "Do you ever ' ;..ork with the English department on cross-curricula 
projects? .•. any potential in this idea?" 
Of the subject heads approached, not one had experience of this notion. Two teachers 
(science and ge ography) saw serre gain i n creat ing a climate of expectancies across 
the subject divides that might lead to pupils taking more care with language and 
being rrore logical. A history t eacher felt that the "lower ability groups" would 
benefit greatly fran this, but doubted whether it ;..ould be useful for the "brighter 
classes". 
Olesticn 2.4: "In project YIOrk, do you insist that pupils render their source 
material into their own words? " 
Only the history departments """,e vehement that "quotations must be acknowledged as 
such" and pointed to t he fact that 50% of the marks for HG essays are given to 
presentation. Plagiarism is actively discouraged. Geography was in agreement, but 
the ccmrent "they may not do a ""ole project lifted verbatim" seemed to be less in-
sistent . 1he only cament made fran a biology teacher was that there was a tendency 
to accept plagiarism in projects, a view shared by one science teacher - though his 
oolleague said that pupils "have to put things in their own v.urds". en the whole, 
the r e was a disappointing lack of unanimity here , given the previ ous comments about 
objectivity, logic and understanding. 
()Estian 2.5: 
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''Do you ever penalise pupils for using faulty or slovenly English in 
written projects or exarns?1I 
Obviously, with 50% of the HG essay mark 
do exact a penalty for weak expression. 
given to presentation, the history teachers 
'lb a lesser extent, geography follows suit. 
As one teacher put it, "Poor expression exacts its own penalty", presumably in the 
sense that ..nat carmot be understood clearly carmot be credited. One biology subject 
head acbtitted that one tends to "asslJ[1'e" what the pupil means at SG level, giving 
''the :benefit of the Cbubt", whereas it is rrore serious at HG level though, even here, 
no penalty is actually exacted in essays. One science teacher claimed that "often 
\<Ords don't even fit together" and was not prepared to credit such answ:rrs, but his 
colleague at the other school anm;ered "No" to Q 2. 5. The overall ilrpression gained 
is that, though all are irritated by poor expressiCB1, few will take active steps te 
discourage it. 
()Estion 2.6: ''Do you ever co=ect their faulty speech or written ;.ork?" 
Both histery departrrents claimed that they did, one giving an exarrple: 
carmon errors, e.g. nma .... y, conplicated sentences which end up meaning ab-
solutely nothing; and the use of 'big' ;.ords with which the pupils are not 
familiar and therefore use incorrectly. 
'!he remaining subject heads' replies were terse: geography - "Seldom"; biology -
IIN:)II; science - "Sane only". and "Yes ll • Again one feels that only history teachers 
see this training as part ot" their jcb. 
Q.lestion 2.7: "Are yoo satisfied with the standard of English used by your pupils?" 
Omitting the top pupils, ..nose standards of usage were acceptable , all the teachers 
..no responded had difficulties in teaching caused by problems of language ability. 
One history teacher pointed to the lack of sensitivity to persuasive ('loaded') lan-
guage. This inpaired the pupil's objectivity, often caused him te latch onte the in-
correct errphasis or inference, and was a major factor in misconstruing essay titles. 
A geography teacher also mentioned not understanding the question , as well as limited 
vocabulary and poor syntax. In biology, this was made ;.orse by an inability to grasp 
and use symbols correctly. The same applied to science. 
()Esticn 2.8: ''Do you see it as the English department's job to inprove the stan-
dard of English used by pupils in the school? Is it their task 
alone?" 
Answers were faintly evasive here, but all agreed that indeed this defines the 
English department's job in a school. The evasiveness concerned whether the task 
should be shared arrong all teachers or not. Only t= replies were positive on this 
point - and neither offered corrrnent beyond ''but not alone". 
Qlestion 2.9: ''What do you see as the main job of an English department?" 
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Here lists of particular suggestions clouded the general point. Only t..u responses 
tried to sum it up : 
Teaching communication skills . The ability to state, clearly and concisely, 
""at is in the mind. (history) 
Enable pupils to express themselves adequately and to understand textbooks. 
(science) 
Communication skills and technical reading offer a wry distillation of the 31 pages 
of the Syllabus and Elucidations, yet, judging by the list of suggestions that fol-
lows, this is indeed typical of the perceptions of other teachers on the job descrip-
tion of an English teacher. 
In no particular order, the detailed suggestions follow: 
analysing questions accurately, writing (discursive) essays, making com-
parisons , comprehension, reading skills, logical presentation, note~g, 
coociseness of expression, correctness of grarrrrar and spelling, objectivity and 
subjectivity, concept analysis (e.g. "analyse ll , "infer" ) , clear style, 
paragraphing, sentence structure. 
The list is a bit longer than "spelling skills" (page 95) and, to look at it posi-
tively, could fonn a useful basis for beginning a discussion on a 'language across 
the curriculum' project. 
QIestion 2.10: "Do you regard English as an inportant subject ... ?" 
All replies v.ere in the affirmative - without carrnent. '!he reasons are clear frcm 
the responses above. 
QJestion 2.il: "Can your pupils cepe with the language used in their textbooks? If 
they can't , ""-at cb you do about it?" 
Both history departrrents """e concerned about the difficulties that yumger and also 
SG pupils had with their textbooks. One gave an exanple: 
At the end of each section in the textbook is a paragraph headed "Significance 
of the ... ". Rather than a discussion of the significance, pupils often list 
immediate results. 
Obviously, careful explanation is necessar y and , to this end, the other history 
teacher insists that the right hand page of the pupils' workbooks is reserved for 
building up a glossary of abstract words and for writing explanations of sections in 
the textbook . In geography, poor general Imowledge i s an added problem, especially 
\men it comes t o understanding symbols used on maps. Many children apparently cb not 
know what a "junction" is, a "siding", a I1spurl!, or even a "navigational light". Cne 
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teacher crnmented that over one third of his Std 8 class had never been on a train; 
one >.\C)nders how many have been on a ship. In biology and science, the textbooks are 
often obscure for children and teachers spend valuable tine paraphrasing the 
'1carplex_sounding sections". 
Mlch has been written about the language of textbooks, but future researchers might 
like to look at the 'generation gap' of general knowledge that exists between 
textbook authors and rrodern teenagers born in the mid-seventies. English teachers 
also find that little can be taken for granted anynore, that, for exanple, the evoca-
tive pov.er of a steam locamtive (Spender) or Masefield's "Dirty British coaster with 
a salt-caked srroke stack" is lost on a generation of children who have known neither. 
Q.Jestian 2.12: "Does your subject demand that pupils master a specialised 
vocabulary? ... difficulties ... ?" 
'lb train pupils to think on an abstract level is the main problem in history, other-
wise it is more a question of general but sophisticated vocabulary. The other sub-
jects do have a jargon of their own and it was interesting to see that in one biology 
classroom lessons on affixes w=re givenl Apparently, this is effective in making the 
"jaw-breakers" understandable. '!he main problem with science is that the terminology 
learnt is misapplied. 
Qlestion 2.13: "Do your pupils really follow ..nat they are reading? Is their 
ability to extract neaning from a passage and to grasp its essen-
tial argurrents problematical ... ?" 
All the respondents agreed with the history teacher ..no wrote: 
N:>, they do not. 'l11ey do not, for exanple, know how to extract the primary es-
sential point from a paragraph. A sunmary is often simply a re-hash with sane 
substitute words. 
All saw this as a major problem and canrents on the scale of it ranged fran "rrore 
than \'IB are aware ofl! to lIaffects their progress grosslyll. "If you can It read, you 
can It do history," said one teacher. 
~estic.n 2.14: "Can your senior classes construct a · clear written argurrent using 
the concepts ... taught them?" 
Many of the responses repeated what has been reported before in this part of the sur-
vey, the general cx:msensus being that "only the brightest" can do it. 
QJest.ion 2.15: "Do your senior classes have a critical awareness about what they 
are reading, or do they just accept it? II 
Again the consensus seems to be that the "top classes are very good at this; others 
accept anything" (science). O1e history teacher mentioned rrotivation as a factor 
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here. suggesting that without interest there can be no critical awareness. 
()lestian 2.16: "Apart frem errors. can your pupils articulate clearly what they 
want to say? Or do they fall back onto slang. analogies and 'you 
knows 17" 
Responses to this w=re disappointing. Perhaps teachers of other subjects are not as 
attuned to talk (oral expression) as English teachers are. Of the t"", responses 
made, both said that good articulation was the province of the brighter child, a con-
tention which few English teachers "",uld support. 
In SIl!lI!'a!Y 
1. There is a huge field of common interest between English teachers on the one 
hand and those teaching history, geography, biology and science. 
2. '!hough English is the key to successful learning in these subjects, the subject 
hea.de approached have never tackled the problem with any cross-curricula in-
itiatives. Instead they tend to patch up the worst areas of the problem as 
best they can where it most affects them. 
3. Thus there is a tendency to side-step the problem and to leave it to the 
English teachers. M::lreover, they tend to see capability as a product of intel-
ligence and thus beyond their control. 
5 .2 ~O~ 3: 'mE PARENl'S 
As this dissertation is in the nature of a half-thesis, a full-scale survey of parent 
views was not deemed possible. Instead, it was decided to restrict it to a small 
group in order simply to illustrate the techniqUes used in illuminative evaluation. 
A small but concerned group was sought and thus the questionnaires w=re sent to the 
executive members of the PTA (Parents-Teachers' Association) in each schocl. I t was 
assurred that parents who stood for election to a PTA would be interested in the 
education of their children. Considering the quality of the responses received , this 
was a fair assumption, but the quantity returned was most disappointing - despite a 
seoond appeal to each individual. 
Of the nineteen sent out, only six (three frem each school) were returned completed -
a seventh was sirrpl y sent back. '!hus the return rate was about 32%. 
Fran this minute sarrple, few persuasive conclusions can be dra'WI1.. Yet it Irnlst be 
111. 
pointed out that the responses >.ere perfectl y in tune with this researcher's ex-
perience of nurrerous PrA rreetings at various schools .. 
Q.Jest.icn 1: "Alrong t he subjects that your child does at school, how ilrportantly 
do you rate English? ...... " 
Unanimity prevailed: Jl very important" and "exceptionally ~rtantn . English was 
seen as the "basis of all carmunication", the "rrediurn for all teachingll and espe-
cially ilrportant as a lingua franca in South Africa. '!his last perception was par-
ticularly striking in the context of the 'reachers' Q.lestionnaire (see pages 93 and 
99) . 
QJestj.cn 2: "What do you expect your child to learn in English classes? " 
111e ans>.ers at School 1 tended to be rrore specific than at School 2, for exanple, 
grammar , correct usage, spelling, set'i<.Drk , corrprehension and vcx::abulary. 'I\o-o parents 
stressed the ability to IIspeaJ::. properly" and "confi dence in using English II .. One sug-
gested (interestingly ) ''business English" and another hoped that the chil d '-Uuld ac-
quire the ability to read "good quality books " .. 
Same of these points were echoed in the responses from School 2, but with slightly 
more sophistication: 
111e ability t o speak on a subject; 
Exposure to excellent written and spoken English; 
Expansion of vocabulary and language skills; 
The ability to write expressively. 
One parent produced this list of priorities : 
1. E£fecti ve corrmunication ; 
2. Understanding of the written '-Urd; 
3. Sheer enjoyrrent of the beauty of '-Urds. 
Point number 3 was unexpected and extrerrely heartening to those English teachers ..no 
see their job as far rrore than training in coommication skills.. 'Ihe vCXJUe, even in 
Senior Certificate language papers, is English as commmication. It is good to know 
that at least one parent expects more . 
The only other point of interest was that children should acquire the ability "to 
gather infonnation ". 1110ugh tersely put , this also suggests sone skills of dis-
=imination beyond the nerely functional ccxrmunicative skills. 
Q.Jestion 3: "Are you satisfied with the English prograrrme . .. ?" 
= pare.'1ts in each school ans>.erei! in the affinnative. At School 1 , another clained 
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to be "fairly satisfied" but felt that the choice of setwork books was not 
"conterrporary'l enough. 
At SChool 2, one of those who answered affiImatively had this rider: 
Yes, relatively satisfied, but I wish the books ....re MARKED nore regularly and 
systematically, so my child could see if he ....re on the right track. 
Another replied: 
lbt always. lbt enough essay work. Do they ever learn where to use cornras and 
full stops?! 
Both these responses have been discussed in conjunction with the marking dilemma of 
the English teacher on page 56. 
QJ<>sticn .(: "Are you satisfied with your child's marks in English exams? " 
A clear distinction between the schools emerged here. At School 1, none of the 
parents was satisfied. = respcndents bemcaned the fact that their children failed 
to see the inportance of English (a view shared by a parent at SChool 2 with a child 
in Std 8). fuus not enough time was being spent on English in preparation for ex-
aminations. Another argued the other way, saying that English should not be a fail-
ing subject. One of these parents pcinted out that the child concerned had had three 
English teachers in one year; 
1he parent with a child in Std 8 (see above) at School 2, also had a child in Std 10 
aOOut whose marks there 'Were no cat;llaints. The other parents in this group \\ere 
perfectly satisfied. One comment was interesting in illustrating the weight parents 
put upcn reading and having a good grounding: 
My child achieves his highest marks in English, but then he's always been an 
avid reader and ~ exceptionally well-taught in Junior SChool. 
It is when one looks at this parent 's comnent on Q 5 that the significance of the un-
derlined "was" becanes clearer. 
Q.Jestion 5: "Give a very brief evaluation of the teaching of English as you see 
it in this school .... 11 
Continuing with the parent mentioned imrediatel y above, the response to this question 
was as follows: 
'!he first tenn teacher was a GEM - keen, interested, extroverted. 'Ihe IInew" 
teacher is definitely insecure and unsure, and has taught one or two WHOle 
things! 
What is interesting here is a parent ' s perspective on what makes a good English 
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teacher. Keenness, confidence, interest, subject knowled3'e and "an interesting 
person" rate 5, 12, 6 and 13 (omitting "confidence") on the scale of 16 qualities 
enurrerated in Section B of the Pupil Qlestionnaire (pages 88-9). 
lhe parents at both schools were generally satisfied with the standards set and the 
teaching, three naking the point .that a lot depended upon the individual teacher in 
English (see discussion on the 'teacher factor' : page 69). 
~6: "Is your child casual or concerned about English? ... Is there suf-
ficient English home"",rk?" 
This produced a set of generally negative responses. Four parents accused their 
children of being "casual n; three said that they did not devote enough tine to 
English; and responses on home"",rk set were lukewarm at School 1 and unanimously 
negative at SChool 2. lhis debate has been aired on page 56 and the views of a 
teacher at School 2 have been given prominence on page 98. At the risk of repeti-
tion, but to conplete the picture, the corments of these parents follow: 
No - I "",uld like more English hane"",rk; but my child reads daily and adores 
crossw:::>rd puzzles, so I feel that he does his own "homework'1 in the end. Be-
sides - hcme"",rk given is seldom marked! 1 lhis makes me MAD! 
... far more hanework could be set. Is its inportance underlined at school? 
M:Jre essay work could definitely be given. A great lack here. 
. .. spends enough time if there is enough hanework. 
Qlestion 7: "Do you think that the English progranrne at school has contributed to 
the broader education of your child?" 
Only one parent was really unsure. 
lighted by another parent (School 2). 
The "",rk done in literature and orals was high-
A third parent (also at SChool 2) pointed to 
strides made in other subjects as evidence of the child's broader education through 
English (see page 111): 
He writes excellent history or biology essays, for exarrple, and is able to com-
municate with any age group at their level. 
QJesticn 8: "Are you concerned about the amount or type of reading that your child 
does at hane? ... II 
Replies to this were very terse. TWo parents expressed concern at the quantity of 
reading done at home from School 1, whereas at School 2 only one parent felt this 
way. '!he rest possessed children 'Who 'Nere "avid readers". 
QJestian 9: !lDoes your child's use of English out of schCX)l worry you?" 
TWo thirds of both groups of parents answered negatively; the other t"", both men-
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tioned slang and one obligingly gave examples: 
He is silly sorreti1res in his usage of SLANG of the "",rst possible kind. He 
speaks like his peers - a kind of "surfer's jargon", e.g. "kiffll, "rad", "catch 
my drift?" 
QJestion 10: "my further ccmrentS?" 
'lID parents at School 1 felt that English could be nore exciting. The other felt 
that standards of English must be rraintained. 
At School 2, one remarked philosophically that a gain in vocabulary did not seem to 
be matched by an inproverrent in spelling. Another closed by reiterating that English 
is not given the inportance that it should have . 
In stmmry 
1. The sarn;:>le is too small to feel oomfortable about drawing conclusions. 
2. Nevertheless, there are a few responses that seem by e><perience to be fairly 
general: the support for English fran parents; the basic concern for reading 
"",11 and conmmicating ""'11; the frustration that not enough homewcrk, espe-
cially writing "",rk, is t>eing set and thoroughly marked. 
5 • 3 '!HE 9'XXlL EXEI:ll'ITVE 
Interviews were conducted with each of the school principals in their capacity as 
chief executive officers. '!he intention was to gain information on the place of 
English in the school (see Interview Construct , Appendix 8.3.5, p .161) . Nothing 
polemical errerged from these interviews and I>t1atever factual information was required 
was obligingly furnished, so there seemed little point in repeating the exercise with 
the Deputy Principals. 
Those questions which refer specifically to arrangerrents for the English programme in 
the school are reported upon in the general descriptions of the t"", schools in Chap-
ter Four (pages 62-7). 
In general terms, it is fair to say of both schools that, whilst the principals are 
sympathetic towards English as a subject , it occupies no place of privilege in the 
policy and procedures of the school. The silent reading period at School 2 and the 
ti1retabling of English classes at School 1 have been discussed. Beyond these, there 
are no further specific arrangerrents made to facilitate the English programme, 
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though, at SChool 2, English teachers are given special consideration to accommodate 
their rrarking load during examinations. 
Neither principal would be drawn on staffing policy, as circumstances obtaining at 
the tine w::>uld dictate who was appointed. . Good English teachers >.ere no rrore expend-
able than any other good teacher and tended to fare very well in terms of 
prarotability, achieverrent awards and leadership. The impression given was that 
there are no I reserved I places in the hierarchy to attract or retain teachers of 
I scarce' subjects such as mathematics, science, or accountancy. 
Both schools posted disappointing Senior Certificate results in English at the end of 
1988 and the principal of SChool 2 was particularly concerned about this· (see page 
67) . At SChool 1, the principal seeneCI satisfied that English was no longer a problem 
subject and that standards ...ere steadily irrproving. Only at School 1 was SG English 
an option; neither school operated LG classes. SChool 2 did not at that stage see a 
place for SG English. 
Both principals >.ere aware that English as a First Language plays a key role in the 
social, psychological and mental developrnent of the child. SUCh =rds as "caring" 
and "concern" "",,"e used to describe the qualities that a good English teacher should 
have. Q-le oormented that a sense of hurrour was useful and both added: "... and a 
capacity for hard =rk". ~yond that, they both agreed, predictably, that the func-
tion of the English teacher was primarily to improve standards of English expression 
and reading in the school. 'Ibis extended to taking an active part in the cultural 
life of the school. 
In sunmary 
1. English does not occupy a special position in either of the tw::> schools in the 
survey, though both are flexible and accamodating towarda any ""'ll~tivated 
innovations which might have impact upon school organisation. 
2. English teachers are not unde..vvalued by their principals, nor acoorded any spe-
cial stat us above their other colleagues. All good teachers are rewarded and 
recognised in terms of achievement awards, pramotability and evaluations, ir-
res pective of the s ubjects they teach . 
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'!he survey of the bo English clepartnents is reported in Chapters :r..o to Five, each 
section of ..ru.ch ends with a brief sunmary of the findings and observations Il'acE by 
the evaluator. It is not proposed t o repeat those findings in this chapter of the 
report. Instead, an overview of the whole project is presented in terms of the 
original hypothesis, and including certain ccmrents and reconmendations. 
One of the rrost salient socia-political issues in South Africa today is that of High 
School education. l'hatever provisions are negotiated, the position of English, both 
as rredium of instruction and as a subject within the school curriculum, is likely to 
be central. '!his has certainly been the case in Namibia, whereas here protests about 
the rredium of instruction began to develop rrorrentum in black schools from 1976. 
From January 1991, the concept of non-racial or 'open ' schools will be extended to 
those that are state-funded. Currently. as a matter of course, revisions of the ex-
isting syllabi in state schools are being considered a'1d, arocmg these, updating of 
the 1986 syllabi for English will also be on the agenda of curriculum developers. 
Within this context, innovations affecting the teaching of English in state sehols 
are likely to be inrninent. Moreover, adaptations .. 'ithin High Schools to a=ormodate 
non-racial education will conceivably have impact upon English teaching at those 
schools. 
'!hus it is strongly recommended that English teachers, and subject heads of English 
in particular, should familiarise themselves with the concept and techniques of what 
Simons (1981) calls 'insider' evaluations of the 'process' type (see pages 15-6). 
That section of this survey involving School 1 amounts to such an I insider 
evaluation ' . 
English teachers at both schools in the survey have asked for more rreaningful English 
departrrent rreetings than those usually called to discuss such administrative detail 
as examination arranganents. It is subrni tted that the climate of the future is 
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likely to call for considerable re-appraisal and for sensitive planning of English 
progranmes within the school. 'Iherefore, the tag "If ~ do not }mow where ~ are, ~ 
cannot plan where to go " used in the preamble of CUestionnaire 2 assurres a special 
relevance. 
Through such techniques as illuminative evaluation, it is possible for a subject head 
to arrass infonnation of an 'illuminating' and a diagnostic nature upon which future 
directions of the English programre in the school can be planned. It is submitted 
that this has been demonstrated in the survey undertaken and in the 1986 'pilot 
study' at School 1. It is recomnended that future planning, which could be critical 
for an English programre in a non-racial school, should be based on validated infor-
mation generated by the disciplines of illuminative evaluation, rather than by the 
informal and ad hoc methods that often guide English department decisions. Finally, 
it is recomrended, within the present context of curriculum debate in South African 
schools, t.hat this be accorded priority status in English department meetings. 
6. 3 '!HE =CI\CY OF ILU:MINl\.T.IVE EVALlJATION 
'!his research began with the hypcthesis that: 
. .. the teclmique of curriculum evaluation known as 1 illwninative evulation I 
provides an effective instrument with which to probe into the 'learning mil ieu' 
of a High School English department, uncovering, in the process, information of 
interest and use to the school concerned. (page 3) 
The intention was to illustrate the procedures of this kind of evaluation and to 
demonstrate that data could be gathered on a broad range of topics which would aid 
informed decision-making. 
'!he submission is made that, even without recourse to the full range of infonration 
reflected in each chapter, a perusal of the swrmaries given at the end of each sec-
tion of Chapters Two to Five of this report will indicate that a lot of valuable data 
has been generated on t he two English departments surveyed. 
As the evaluator was able to assume an 'insider' perspective on School 1, the infor-
mation and insight s gathered on School 2 (where he was an 'outsider' ) are par-
ticularly relevant in deciding whether the survey was effective or not. Again it is 
submitted that the research dcne at that school is of a quality useful for diagnosis 
and decision-making. 
In reconmending the technique of illtmrinative evaluation to those interested in un-
dertaking re search into the I instructional systems I and 'learning millieux I of 
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English departments in High Schools, the evaluator has noted particularly the follow-
ing advantages and disadvantages of the approach. 
Unlike the nethodology of the 'clljectives' (scientific) rrodel, the approach of il-
luminative evaluation is inherently flexible. '!his flexibility is de!ronstrably use-
ful in 'progressively focusing' upon matters of relevance to the concerns of the 
evaluation, be they apparently idiosyncratic or rrore frequently observable. Because 
of this, it is possible to change direction midstream should an observation or 
developnent warrant it. 
'II1e techniques of illuminative evaluation are fully adaptable to small-scale inves-
tigations, such as those appropriate to a Subject department in a school. Large 
s~les are not required to validate observations made. 'lb focus upon the particular 
rather than the general is quite acceptable and does not result in loss of clarity. 
Perhaps the greatest advantage of the approach is that it is syrrpathetic to the range 
of untidy complexities which reflect the reality of First Language English teaching. 
It is arguable that no school subject is rrore multi-faceted, less clearly defined and 
rrore unrestricted than a First Language. '!he 'transactions ' that take place in the 
learning milieu of English teaching defy tidy analysis and neasurenent. N:l sinple 
boundaries can be drawn when the truth is that the whcle social, psychological and 
intellectual developnent of 'the child depends upon his perceptive, cognitive and ocm-
nunicati ve ability within his own language. 
Because illuminative evaluation does not attempt to limit, define or control the 
field of study in the interests of 'laboratory experiment', 'universal la~~' of be-
haviour, or quantitative rreasurement, its impact on the learning milieu is conpara-
tively non-disruptive and the 'reactivity' factor (page 15) is less. 
Finally, the picture it produces of the reality of teaching English is alive, col=-
ful and persuasively recognisable. Thus it has great advantages for informed 
decision-making. 
= distinct disadvantages energed from this survey. The first is that, whatever 
precautions are taken, the evaluator has an uneasy feeling that his observations are 
open to charges of partiality . '!his is discussed on page 15, where the evaluator is 
seen as a specialist whose approach must be professional and beyond reasonable 
reproach. Perhaps this is possible for those well-versed in the theory and tech-
niques of various types of educational evaluation, but it dces have \<.Drrying implica-
tions for I insider I evaluations conducted by busy, practising teachers. Helen Sim:ms 
(1981 ) is aware of the problem: 
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It should also recognise that there is a need to protect such exercises fran 
public scrutiny for a period so that teachers have tine to acquire evaluative 
skills. (quoted by M:oCormick and Janes, 1983, p.lOl) 
She goes on to suggest that such evaluations "should be isolated fran accountability 
derrands for a tirre", a position which is undesirable and somewhat difficult to 
defend. 
Tine is the second problem. Enough evidence emerged in this survey to show that 
English teachers are under enonrous tine pressure to do justice to their day-to--day 
v.ork. Illuminative evaluation is very demanding of the researcher's tine, as, for 
example, each stage of 'progressive focusing' requires sensitive and informed judge-
ments upon existing information. Observations ITI3.de rray "",,11 require elaborate proce-
dures of verification, using different rrethods in the process tenned 'triangulation I • 
M:>st of the data is qualitative in nature and is thus slow of assessment. The sirrple 
pre-test post-test frarre of the traditional 'scientific ' !lOdel, with its quantitative 
data prccessed autcrratically by catputer, m3.y \o.~ll be less tirre-consuming. 
'lb sunmarise , the subject head evaluator must budget tine to familiarise himself with 
illuminative techniques before beginning and, at each stage of the investigation, to 
analyse his observations. This can be done, as the pilot study of 1986 shows, and it 
ought to be done. 
Despite the headlong launching of the new ex:; syllabus simultaneously into Stds 6 and 
7 in 1986 , and despite the initial lack of suitable Language Study textbcoks specifi-
cally designed for the new syllabi, both schools have implemented effective 
programnes that reflect the spirit and parameters of the Goals and Elucidations. A 
measure of this is that sufficient evidence emerged in the survey to indicate that 
!lOst of the Goals of the syllabi are being achieved. 
Little criticism of the syllabi content was noted fran teachers, other than that 
respondent who charged the English curriculum ~~th being irrelevant to the needs of a 
developing South Africa (pages 92-3). It is recorrmended that this point be taken 
seriously by state curriculum devel opers who must devise English programmes to meet 
the needs of 'open' schools and a future non-racial society . 
One :imrediate recorrmendation concerns Goal 3.1.8 HG, which discusses the desirability 
of introducing pupils to literary works from SOuthern Africa. It is submitted that 
the t~~s traditionally prescribed both for ex:; and HG are largely irrelevant to the 
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very real issues of growing up wi thin the current political debate. ']here have been 
exceptions (the protest poetry of a few black authors has appeared) and same of the 
traditional prescriptions have cblique reference to racial issues, though these are 
scm;!what dated. ']he point is that pupils in the survey showed no particular interest 
in Southern African literature, and the prescriptions cannittees would be well ad-
vised to address this p r oblem afresh, even in the wake of the Boesman and Lena 
debacle. 
A step in the right direction would be to grant more freedom to teachers to select 
texts related to the interests and capabilities of their classes, as is the situation 
with ex; prescriptions. '!here \o,BS some evidence fran the survey that this approach 
leads to far greater enjoyrrent and discussion of literature, and, ultimately, to more 
avid reading. The result is more effective English teaching. It is likely that 
those who teach English in 'open' schools of the future will need the freedom to ad-
just to classroom circumstances in teaching literature. 
In this COnnection, the special place that English may well occupy within the socio-
political reorganisation of this country and all its educational resources requires 
the services of trained, experienced, motivated and innovative English teachers. 
Such staff cannot be regarded as expendable manpower and of less importance than 
teachers of technical or numerical subjects. ']he English teachers in this survey 
complain of stress and exhaustion in trying to implement the new syllabi, par-
ticularly with regard to coping with the marking of written work. It is strongly 
recommended that, in planning future curricula and staffing policies for schools, 
state education departments take note of existing English teacher 'overload ' and 
'burn-out' I and devise provisions that will encourage good and conscientious English 
staff to face the challenges ahead. 
Why same classes should blossan and enjoy work that others do not; why scm;! groups 
should be enthusiastic and others decidedly negative; why some pupils' do far better 
than expected and others do not; these, and other phenomena encountered in the sur-
vey, can sorreti.rres be ascribed to what was termed the I teacher factor I • Few ex-
perienced teachers and few parents dispute the fact that a good teacher can make a 
world of difference to the performance and attitudes of a class. ']he point is made 
to underline t h e previous paragraph about protecting good English teachers, as, 
ironically, it i s those who are rrost effective in the learning milieu who are also 
rrost at r i sk in tenns of rrorale and 'burn-out'. 
In this context, it is strongly recommended that both English departments address the 
issues of real co-operation and sharing betv.een English staff to lessen the work load 
and to build up morale. A strong feeling of frustration was evident among the 
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English teachers, who find it difficult to evaluate their 0,,", success. 'lhis is 
another strong argurrent for evaluation studies within English departrrents. But that 
is not the only cause of frustr atien . The other concerns the degree of isolation 
that English teachers feel from their other colleagues and even parents. M3ny of the 
teachers in the survey felt unappreciated or misunderstood. These are ccncerns both 
of the school executive and English subject heads. SUch problems of co-operation and 
camunication need urgently to be addressed if the corps of good English teachers at 
both schools is to be maintained intact and motivated. 
A shared frustration of Std 10 pupils and their teachers is the current style of ex-
amination used for Language Study at Senior Certificate level. As the final examina-
tion is perceived by both teachers and pupils to be definitive of standards and ap-
proaches to the syllabus, it usually provides a good indicator of what should be 
taught in the classroom and at what level. School 2, which has striven to inculcate 
a learning eth.ic as far as the language ccrrponent is concerned, is not alone in feel-
ing at a loss as to what to expect and what to stress for the final examinaticn. It 
is suggested that the = carpare the written syllabus to Paper 'Ihrees fran 1985 on-
wards and amend either the papers or the elucidations in the syllabus of what 
'language in action I is meant to be. 
A related complaint is that of the tedium of the grammar syllabus, which it is 
claimed, is decidedly repetitious from Std 6 onwards. '!he ananaly of the ex; syllabus 
not providing guidance on surnnary »Jrk yet expecting it to form part of the Std 7 ex-
amination is also in need of attention. 
Generally, the research done indicates that an English prograrrm: in a school must be 
a dynamic organism and not simply the passive transmitter of what Parlett and Hamil-
ton (1972) call the 'instructional system'. It must not wait for syllabus revisions 
and outside directives, but must take its cue from the vitality of the learning 
milieu. In short, it must be alive to change I re-appraisal and irmovation, espe-
cially in view of the likely challenges and demands that lie ahead along the front of 
English teaching. 
A prograrnne that is static and a subject head who is complacent will soon generate 
levels of stress and frustration among English staff, which in turn will lead to 
tired and half-hearted teaching, a fall in standards, and a discontented client body 
of pupils and parents. 
Irmovation begins with evaluation. English teachers in this survey have expressed 
their need for stimulation , for 'professional growth' rather 
meetings. !>f>praisal and innovation form the life blood of an 
than administrative 
English department. 
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!\gain it is sutrnitted that "If we do not know where we are, we cannot plan where to 
go". Again it is recommended that subject heads, not only of English, conduct 
I insider I evaluations of the illuminative type in order to generate the infonnaticn 
they need to take inforrred decisions that will keep teaching dynamic. 
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APPENDIX 8.1.1 
JUNIOR SECONDARY COURSE: SYLLABUS FOR ENGLISH FIRST LANGUAGE ORDIl':ARY GRADE 
A. TH E SYLLABUS 
. / 
GLOBAL AIMS 
1.1 To encoura~e the natural enthusiasm. vitality, spontaneity and original it)' of pupils through their ocri \'e 
participation in meaningfullan[wage activities 
1.2 To enrich pupils' ideas. to stimulate their thoughts and feelings and to develop their undrrslonding of 
themselves and their own emotional and moral responses to life and the world around them. so that the\' may 
live more fully, more consciously and responsibly -
1.3 To develop pupils' ability 10 express their ideas. thoughts and feeling~ effectively through language 
1.4 To develop pupils' ability to communicate ideas. thoughts and feelings effectively through language 
1.5 To help pupils develop the language skiUs which contribute to effective expression and communication 
2 ORAL COMMUNICATION 
2.1 GOALS 
ThaI pupils . 
2.1.1 speak fluently, distinctly and with ease and enjoyment, acquiring poise and confidence in communicating 
tl.2 be able to convey to olhers their observations. feelings and thoughts in an orderly, convincing and coherent 
manner 
ll.3 realise that differences exist between speech and writing. and explore these differences 
2.1.4 learn to show their understanding of the meaning. feeling and tone of a passage in reading it to an audience 
2. 1.5 learn to listen intelligently, couneously and with comprehension, developing a readiness to consider new 
ideas and other points of view 
2.1.6 experience oral activities as integral with other kinds of communication. 
2.2 EVALUATION OF ORAL COMMUNICA nON 
2.2.1 One cannot always prescribe in matters of accent and word usage, but pupils should be led to see that, 
according to circumstances, some ways of speaking are more acceptable than others. For this Teason the 
method of assessment is of great importance. (See Section 6.2.1 on Evaluation.) 
3 READING AND LITERATURE STUDY 
3. 1 GOALS 
That pupils 
3. 1.1 be encouraged to enjoy readi~g 
3.1 .2 bridge the gap between the ir voluntary read ing and viewing and the reading of selected literature of merit at 
school 
3.1.3 develop the capacity for critical thinking about. and the ability to form and express their own views on literary 
works 
3. 1.4 integrate their reading with other aspects of the Syllabus 
3.1.5 expand their experience of life. gain empathetic understand ing of people and develop moral awareness 
3. 1.6 develop self·knowledge and self·understanding 
3.1.7 develop reading skills necessary to respond effectively to both fiction and non·fiction. 
3.2 READING AND COMPREHENSION SKILLS 
4 
4.1 
4.1.1 
4. 1.2 
4.1.3 
4.1.4 
4. 1.5 
4.1.6 
5 
5.1 
5.1.1 
5.1.2 
5. 1.3 
5.1.4 
5.1.5 
The imponance of reading is reaffirmed. Unless pupils have both a desire to read(reading for enjoyment and 
information) and the ability to do so (reading skills). they will not be: able to cope adequately in the classroom. 
nor will they later be able to ~se to the full the many opponunities for career advancement in a literate society . 
WRITTEN COMMUNICATIOl': 
GOALS 
That pupils 
write for their own satisfaction and enjoyment 
discover that fundamental difference!. exist betv.een wrinen and spoken communication 
gain insight into the styles and conve ntions of various kinds of writ ing 
be introduced 10 elements of style such as register. diction. tone. syntax. denotation and connotation. and the 
use of literal and figurative language 
be introduced to some of the devices of cohesion and coherence 
learn to handle effectively the variety of writing tasks they will face both in and out of school. 
LANGUAGE STUDY 
GOALS 
That pupils 
increase their ability to comprehend language in action 
increase their insigh t into the grammar of the language 
extend their vocabulary 
learn to spell 
learn to improve their punctuation. 
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B. ELUCIDATION OF THE SYLLABUS 
FOR ENGLISH FIRST LANGUAGE ORDINAR Y GRADE (STDS 5, 6 AND 7) 
(NOTE: Numbered paragraphs are cross-referenced with the Syllabus) 
PREAMBLE: JUNIOR SECONDARY COURSE 
Teachers must note that, with the exception of items actually specified for teaching or examining in either 
Standards 5. 6 or 7. the contents of both the Syllabus and the Elucidation ofrhe Syllabus must be treated at the level of 
competence that may reasonably be expected of pupils in the standard being taught. Teachers should be aware that 
items in the Syllabus should be applied at progressively higher levels of competence . 
. Consequently, the teaching of any ~J:lect oflhe Ju~ior Secondary S,yllabus must be adapted to the needs of the 
pupils and based on contexts of a readability and matunty level appropnate to the standard concerned. This implies 
that the Syllabus has not been designed to be divided into separate "packages" for each of the three years. 
Although the Syllabus itself is of manageable length, the Eluciciotibn oj the Syllabus is very wide-ranging and is 
designed to allow for considerable enrichment material which need not necessarily be examined. Teachers are advised 
to mak.e constant reference to the Elucidation in order to ensure that they adapt the basic Syllabus to the needs and 
abilities of their pupils. It is not necessary - or even desirable - to attempt to implement all of the Elucidation during 
the course , but regular reference to, and study of, the guidance it contains will help English teachers to teach this course 
satisfactorily. 
NOTE: (i) Each school must fr.a~e a polic)· reg~rding Sections 4 and 5 of the Elucidation in order to relate the goals 
to the needs and abLlitLes of the pupds. LAnguage Study should be based mainly on 5.1 .1- 5.1.5. 
(ii) Section 3.2.2.1, i.e. The Development of Comprehension Skills, details useful information which can be 
utilized during the teaching of the rest of the Syllabus. 
INTRODUCTION 
(a) ASSUMPTION 
The underlying assumption of the Syllabus is that the receptive skills (listening ·and reading) and the 
expressive skills (talking and writing) cannot be acquire~ in isolation but need to be developed in an 
integrated process involving pupils' experiences and needs m and beyond school. 
(b) GENERAL AIM 
The general aim should be ·to promot.e pupils' intellectual. emotional, socia~ a~d cult~ral dev.elopment 
through developing their competence 10 usmg the language and through ennchmg theLr expenence and 
enjoyment of the language. 
(c) PROGRESSION 
This Syllabus spans Standards 5. 6 ~nd 7. Language ~e\"elopn:ent occurs. at different rates and at differem 
chronological ages for different pupils. Although pupLh entenng the JUnior Secondary Phase should ha\'c 
progressed to a level of language ~ompetence that en~bles them to cope ~'ith .the demands of the.su bj~ct. it will 
be necessary to give fuller alle~tLon to. language skd~s ~ they ar~ apphe~ In .mor~ complex, SLtUatLOl!s . The 
teacher should motivate and gUIde pupds to use the skills Involved m effective listenmg. spea.kmg.. readmg and 
writing and should be familiar with the Senior Primary Phasc Syllabus to ensure contmulty in each pupil's 
language gro\\th . 
(d ) INTEGRATION 
For convenience and clarity this Syllabus is presented in four sections (Oral Communication. Read ing and 
Literature Study, Written Communication, and Language) but it must be stressed that in .practice l.he w.ork 
should, wherever possible, be integrated. Language competence gr~ws t~rough ~xpenence of Iist.enmg. 
read ing. talking and wr it ing. and through direct st udy of the ~anguage Itself L~ both I~ter~r}: and non-htera~' 
contexts The outcome of such stud\" should form an orgamc whole . How totegratlon LS Lmplemented WL II 
depend ~pon the teacher 's method~: approaches and emphasis . It follows t~at the teacher sho ~ld use the 
periods allocated to English in a flc).ible manner, prov.ided that ~h.e~ four sectLons of the work receL~'e regu lar 
attent ion. Moreover. teac her~ should explore the frUItful po!:os LbLhtle ~ of languagc across the cumculum. 
1.1 
1.2 
GLOBAL AIMS 
Language development occurs through continual exposure to appropriate examp:les of language' .The pup~l ~ ' 
own experiences and interests. are ~ru~laJ to their langua~e dcvelopment. They Will respond readdy to topLCS 
and situations that engage theLr cunoSllY and that they enJoy and care about. The teacher should be p.e rce,ved 
as a genuinely receptive audience wh o responds with enthusiasm and encouragement to what the pupil says or 
writes . 
The relationship between language competence and personal de\'elo~men~ is impo!1ant. Obser~'at i on and 
discussion of Slates of mind; of emotional responses: of huma.n relatL on ~hlps, ~redLca~e.nts, CTLses and of 
moral values. particularly in the context of literature and .all It !> for~s (mc\udmg ~ele\ 'LSlon prog~a~m e!>. 
films •. leisure reading) enjoyed b) pup~1!o can. promote . thl !> global aim. Exploration of the pupi ls own 
CAper ICIll:C!I, ICcllngs, nope~. lear!. , attitudes and concerns III necessary through speech , discussion , writing and 
drama. Pupils' language experience. outside the English classroom should be engaged :' they should be 
awakened to the powers of persuasive language (e .g. in advertis ing. propaganda. reponing. the mas!!. media ) 
and learn to respond more critically and with deeper ins ight. not only to the world in general but also to the 
rest of their school experience (language acros!r. the curriculum). In a relationship of trust and genu ine concern 
the teacher will be able to guide pupils beyond personal experience and interests toward !! exploring and 
articulating new experiences. 
1.3 Pupils are usually moved to discuss an issue which concerns them before they are ready to re~ort to written 
expression. The teacher must playa ke) role in promoting. pupils' ability to exprc!>s Ihem~el\'e~. increasing. 
their capacily to observe, to discr iminate. to see re lationsh ips and to use language as a medium to express and 
to organize their thought!> and fee l i ng !. log ic all~. coherently and appropriately . The teacher should determine 
the richest and most effective conlext ~ to st im ulate pupils' imag inatiom. 
1.4 All communicat ion should be rega rded as a two-way process involving not only the ability to express but also 
a willingness to respond: 10 listen . to speak . 10 read . lo comprehend.lo th ink. to evaluate. to infer, to observe 
and to panic ipate. Pupi ls should learn to impart information. to express themselves with feeling and 
sensitivity and to persuade an audience . Co mmunicative competence (both oral and written) should be 
developed in person-to-person. person-to-group and person-with in-group situat iom . Each language context 
is unique: pupils should discover the appropriateness and effectiveness of lang.uage in relation to audience. 
context and purpose. Through participat ion in a variety of language situations pupi ls should be led to draw 
conclusions about patterns of usage. Teachers should show pupils, through involvement with examples of 
English usage. how to improve their communicative competence. 
I.S Language study should not be seen as an end in itself. The focu s should be on effective communication : if the 
purpose is achieved the language used will have been effective and appropriate to the particular contex t. 
Syntactical relat ionships, approprialenes~ of vocabulary and logical organization of ideas are releva!11 to 
precision in communication. 
Pupils must be given systematic help and constructive criticism and be encouraged to use language as 
effectively as possible, by continuous attention to and practice in the development of the skills associated with 
effective listening. speaking. reading and writing in meaningful oonlext~ . 
The pupils should reach a level of language competence thai will enable them \0 meet the demands on their 
language skills made by English and by other subjects across the curriculum. 
2 ORAL COMMUNICATION 
INTRODUCTION 
2.1 
2. 1.1 
2. 1.2 
2.1.3 
2.1.4 
2. 1.5 
(a) People are immersed in words which play upon issues/that will affect their lives in a variety of ways. 
Television and radio have brought these issues into pupils' lives. Since people are of len regar~ed by t.he 
media not as ind ividuals but merely as passive consumers,. pupils have pressing reasons to !lsten With 
discrimination and equally pressing reasons to speak effectively. . 
(b) Every teacher's own speech is an important influence in developing pupils: c0f!1pete~ce to spoken 
English. The teacher's example as a listener who concentrates and responds With smcere mterest to the 
speaker is equally important. . . 
(c) Suggested go als are given under separate headings, but it should be re~embered ~hat oral c0!'flmun.lcallon 
is an integral part of living and cannot be ta.ught ~ .a s~t of . Isolated skills. Prorlclency m o~al, 
communicatio n, while in pan dependent on speCific abilities. IS an Important aspect of total pe~onaht) 
development and social co mpetence. . ' . . 
(d) Panicularly in the Junior Secondary Phase where many pupIls are engaged In the search for Identlt.y 
typical of early adolesce nce , and where through role-playing they are able to act .out so~e of their 
tensions oral communicat ion work should be marked by .enco uragement and expenmentatl(~n, rather 
than by ~~gi menta\ion. At the same lime. pupils need guidance in the development of oral skills. 
GOALS 
Speaking experiences should assist pupils t~ develo p personally ~nd socially, .and they. shou.ld find 
sat isfac tio n through an increasing competence 10 the use of speech. At t imes the practice of speCific skills may 
be desirable. . 
From taking part in stimu lating speech situatio ns, pupils can develop a sense of what makes for effeCl!ve 
communication. . 
C ommunicat ion of meaning d epends not only on ~'hal is said ~ut <?n h,?"' it is said . The pupil should discover 
that one cannot always write as one talks. Effective commUOicatlon Includes use of registers, gestures and 
body language. . . 
Teachers should bear in mind that reading aloud is an important par: of oral commuOlcall<?n and they .sho~ld 
provide guidance in and oppo rtunities for reading aloud effecl!vely. Successful readmg aloud Implies 
comprehension of the passage by the reader. . ' . . . 
listening requires effort and concentration and involves comprehenSIOn and a cntlcal evaiuallon of what IS 
heard, . 
Oral work , rather than existing as an entity. needs to be fully integra~d with the who ~e e~ucat.lonal proce.ss. 
Pupils should realize that it involves ~ot .onl~ d isc~si~ns, presentations and dramatlZatlons m the EnglISh 
class but also their effective co mmUnication In all subjects. 
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3 READING AND LITERATURE STUDY 
INTRODUCTION 
3.1 
3.1.1 
3.1.2 
3.1.3 
3.1.4 
3.1.5 
3.1.6 
3. 1. 7 
3.2 
3.2.1 
Pupils may respond strongly to literature in which they see their own experiences reflected. but Ihe~ must also 
be encouraged to extend their experience through facing ideas and feelings whi~h are new to t~em. In order to 
develop an understanding of the world around them and an awareness of their own potentiaL 
In the study of literature all aspects of the Syllabus (listening, speaking, reading. writing and language study) 
are engaged in a meaningful context. 
Reading skills must be developed to enable the pupillO cope with the demands made by literature in other 
subjects. 
GOALS 
If teachers can help pupils to find enjoyment in reading, they will have done them a lasting service. Without 
pleasu~e from and active particip~tion. in reading, ~hc ot~er E.oals can!101 be achieved effectively. The teacher's 
enthUSiasm and example are ofpnme Importance In cuilivatmg a desire to read. The availability of books that 
appeal to the pupils is also very important in promoting read ing. 
The reading of selected or prescribed literature in .class and the pupils 'voluntary reading (and viewing orTY, 
films and plays) should be seen as pan of a continuum. 
Literature in this broad sense is at the core of English studies and is an extremely valuable accessible resource 
for the teacher. Through reading widely pupils can discover a vast range of human experience to' enjoy. 
evaluate and contemplate. -
The pupils' voluntary reading and viewing may not satisfy the criteria of 'good'iiterature, but the respon!.e~ 
they make to the books theychoase to read form the basis forthe more mature responses that will be expected 
of them later. The teacher !.hould encourage and guide them in their choice of baoh. 
Although the teacher cannot force the development of a sensitive awareness and critical re!.ponse. he or she 
can increase the pupils' awareness ofthe importance offarm, of the range and power of language and of the 
super~or quality of ~xperience and insights i~to life that are characteristic o.r good literature. ~eading is a 
thmklng and affective process. Co.mprehenslOn should develop from the Ineral level to the Interpretive. 
critical and creative levels. The teacher should lead pupils 10 observe. to discriminate and to see relationship!. 
by encouraging them to discuss and evaluate ideas, and help them to respond genuinely to the work . The 
teacher's role is to develop the subtlety and complexity of this response without forcing opinions or allowing 
only a one-way flow of ideas. 
Oral act ivities and the reading of books and stor ies in class are essential to promote effective response and 
critical thinking. Listening, speaking, reading and writing should be fully integrated in these activities. 
Literature can stimulate pupils to question and to redefin~ for themselve ~ their assumptions, attitudes and 
values . It can also open their mind!:. and hearts to ne"· ideas. and sensations. 
Because literature explores people '!I lives and gives insight into their motives. value!. and feelings _ . insight 
not easily obtained from everyday encoumers with other people - it can increa!.e the pupil!>' aW<irenes!o. of 
others. Cultures differ in values. custom!:. and world viev.. and acquaintance with the writings. of memben of 
other cultures can help them understand such difference!.. 
By responding to literature and through vicarious involvement. pupils may learn more aboul themselves. The 
ordering of experience accomplished linguistically by a writer can produce in the readers some ordering of 
their own experiences and attitudes. As a result they may acquire more self.knowledge. a clearer perspective 
on. and insight into their own situation. motivations and choices 
The achievement of the preceding goals depends largely on the pupih' acquisition of certain reading and 
comprehension skill!, . 
These skills should not be taught in isolation or as startin~ points.. but should be dealt with in meaninl:!fu l 
context!. as the need arises. ~ 
READING A!'D COMPREHE"SIO!' SKILLS 
The outline of Reading and Comprehen~ion Skil1~ helO\!' i!. intended as. a guide to some Oflhl: skilb that rna\ 
have been introduced in the Senior Primary Phase and shOUld be developed in the Junior Secondary Pha~c . 
These skills should not be taught in isolation or as starting point~. bUI should he deal! with in meaningful 
contexts as the need arises . 
STUDY SKILLS A)';D READI!'G FOR I!'FO RMATIO:" 
(C<roperation with a teache r·librarian and with teachers of other subjects. i!:. essential. as this Soection i~ not the 
responsibility of the language teacher only.) 
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4 WRITTEN COMMUNICATION 
INTRODUCTION 
4.1 
4.1.1 
4.1.2 
4.1.3 
4.1.4 
4. 1.5 
4. 1.6 
(a) In listening, talking, reading, observing and feeling, pupils experience a multitude of impressions. 
Writing is a very effective method of ordering this experience. and ofheiping one to reflect upon it, and of 
crystallizing one's thoughts and feelings 50 that one becomes more aware and can enjoy communicating 
sincerely and competently. There is an intimate connection between this area of the Syllabus and all the 
others. Writing should continually flow from and support pupils' read ing and language study as well as 
oral work.. 
(b) Pupils must be: guided in their writing to move outwards. towards extending their knowledge of the world 
and other human beings, and inwards towards a deeper understanding of themselves. The teacher needs 
to provide a wide variety of stimuli and contexts which , with a sense of audience, generates the urge to 
communicate. These should as far as possible be found in pupils' personal experience and needs, and 
should also be drawn from the rest of the Syllabus and the total curriculum. 
(c) Written communication needs to be taught. Although writing techniques should be taught from real or 
simulated situations. they should be preceded and followed by appropriate discussion. The purpose, the 
audience and the context must be kept in mind and the writing planned accordingly. Pupils should be 
given the opportunity of writing frequently for various purposes and audiences. The audience should be 
clearly defined for it is this concept which wil l determine style, tone and language, and give d irection to 
pupils' writing. 
GOALS 
The writing of prose, poetry, diaries,journals. etc. should be encouraged. The pupils' experiences outside the 
classroom should be engaged to stimulate writing. Newspapers, magazines, films, television and radio 
programmes, a Boys'/ Girls' Annual, as wet! as personal sporting and social activities provide numerous 
opportunities for writing. 
Written communication needs to be more explicit in logic and tone , and grammat ically more carefully 
constructed than speech. Forit to be efficient it must be correctly spell. In addition to addressing the specifIed 
audience in the appropriate register written communication must make more explicit use of the aids to 
coherence and cohesion. 
A variety of oral activities, e.g. reading aloud and the discussion of various topics can be used as stimuli to 
prepare for writing. Funhermore, in revising and editing drafts, group and class discussions are valuable. 
Pupils can be encouraged to read aloud and to evaluate what they and their fellow pupils have written. 
This goal is inseparable from most ofthosehsted under Section 3 (Reading and Literature) . The reading and 
study of good literature should play an integral part in any writing programme. Reading and literature study 
should suggest other appropriate writing modes and topics which pupils may be stimulated to explore, e.g. 
prose and verse, reviews, reports, advertisements, letters, instructions and directions. 
Pupils' study of language should be closely related to their own writing, through which they should be led to 
explore 
• different sentence structures for different purposes 
• j udicious hand li ng of generalization 
• the achievement of vividness and clarity by the use of imagery 
• the vocabulary, phrasing and idiomatic expression appropriate to a given purpose 
• appropriate lone 
• drafting and editing. 
Pupils need to acquire not only the grammar of the sentence but also the principles of constructi ng 
paragraphs and of organiz..ing paragraphs into coherent sequence by exploring the use of 
• the topic sentence and paragraph unity 
• various ways of developing a paragraph. e.g. climax, comparison and contrast. illustrat ion 
• connectors and referents to achieve coherence e,g. relative pronouns and words such as ·'however'·. 
"therefore", "so", '"furthermore", "thus" 
• sentence variety, length and inversion to achieve flow 
• logical and interesting sequence of and transition between paragraphs. 
• introductory and concluding paragraphs. 
The writing conventions, forms and tech~iques appropriate 10 diff~rent m~es sh?uld be developed in the 
context of the pupils' own needs and expenence as wel.1 as thal.of rea~lOg ~nd dlsc~sslOn. e.g. sketches, poeI?s, 
paragraphs, stones, informal letters, essays, reports, Instruct 10m, directions, notices , telegrams, summaries, 
essays in other subjects . 
NOTE: 
Continuous Assessment of Writing 
As far as possible, teachers need to take an overall vi~",:' of th: developing language competence explicit in 
their pupils' written work: pr~g.ress made fro!". one wrltmg asslgn~ent to the next should be. c~ref~lIy noted . 
Continuous assessment of wntmg. based as It IS on a .mo~e extensive knowledge of the pupIl!> wntten wor" 
than can be obtained from a single. end-of-year examlOallon, enables the teacher to develop those forms and 
aspects of writing that find no place in an ex.aminat io~ paper. .. 
Continuous assessment of writing not only enable~ a WIder spectrum of types of writing to be evaluated, bUl 
also ensures that pupils work more ~onsistently and tak~ a kee.ner interest in t~~ ir prottress; it enables them to 
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revise-and edit work. thereby benefiting immediately tram the teacher's gUidance. Competence in writing 
should be demonstrated in 8 variety of contexts . 
Where possible the examination mark at the end of the year should include an evaluation of some of the 
pupils' best work written during the course of the year. 
5 LANGUAGE STUDY 
INTRODUCTION 
(a) While it must be stressed that linguistic competence rather than the academic 5\ udy oflanguage should be 
the mai~ aim, ~ome understandi~g of how I~~guage works will help pupils to, app~eciate tbe principles 
underlymg thelT own speech, reading. and writing more fully. Such understanding will. in turn. help them 
to communicate morc effectively, to appreciate literature more fully. and to cope with the demand!> of 
language across the curriculum and outside the classroom. 
(b) A study of language in action should form an integral part of all aspects of English teach ing - listening. 
speaking. reading and writing. Language activities must meet the needs of the pupil!>. 
5.1 GOALS 
5.1.1 The ability to comprehend is developed through practice and study. 
5.1.2 Language exercises should be seen only as a means of mak ing appropriate usage a habit and of improving 
communicative competence. Grammar as employed here . refers to rules which govern the formation of 
acceptable sentences. It should be seen as a branch of language study, not an end in itself. Detached formal 
language exercises can be counter-productive: the emphasis must be on language in action, which implies an 
incidental approach based on error analysis of pupils' written work. 
Nevertheless. while it is important to stress pupil!>' ability to use and to understand the language. not mertly to 
label language. they should be shown that the ability to identify. nam:! and use grammatical concepts will 
improve their understanding of language as used by other!>. and their own usage. 
By the end of Standard 7 the following concepts and their functions should be known: 
parts of speech (word classes) 
nouns. pronouns. adjectives (including articles). verbs (including participle!> . auxiliary verbs and the 
concept of finite and non-finite verbs), adverbs. prepo!>itions. conjunctiOn!> and interjections 
the function of the verb in respect of 
tense (stressing importance of sequence of tenses. and including practice of reported speech) 
voice (stressing use of auxil iary verbs in the passive. and transitive and intransitive use of verbs) 
concord 
number 
sentence structure 
statement!>. exclamations. questions and command~ exhorta tions: simple. complex and compound 
sentences: main and subordinate clauses; adjectival and ad ve rbial phrase~ (detailed. mindless clause 
ana lysis is definitely nOl recommended ) 
lexical terms: synonym. antonym. homophone 
functional concepts such as subject. predicate. object. complement. modifier. connective 
literal and figurative use of language. including use of metaphors and idiomatic language 
appropriate English usage. including colloquialisms. slang. cliche!> 
direct and reponed speech (stressing correct punctuat ion of d irect speech, and effects and funct ions of 
both direct and reported speech). 
5.1.3 Vocabulary and idiomatic fluenc), should be enriched as part of a deliberate teaching policy. Pupils should 
acquire a vocabulary that enables them to cope with the demands made by their own writing. literature, the 
media and social situations. KnowJedge of roots. prefixes and suff LXes can provide clues and help pupils build 
up their vocabularies. Words should be explored in configurations or in context, e.g. in relation to literature 
or in "word families .... 
5.1,4 A thorough approach to the learning of spelling should be fostered in the pupil . The teacher should identify 
and meet the needs of the individual pupil. Suitable dictionar ies should be used as a matter of course. The 
incidental way of learning spelling must be complemented, where appropriate, by attention to spelling rules 
and exceptions to the rule . 
NOTE: The dictionary is a rich source of material for 5.1.3, 5.1.4 and 5.1.5. Pupils must learn to regard the 
dictionary as indispensable. 
5.1.5 Teachers should stress as far as possible the dependence of meaning upon punctuation. 
By the end of Standard 7 pupils should be able to use the foll owing punctuation marks correctly: 
capital lette~, full stop. comma, colon, sem.i<olon, apostrophe; question, exclamation and quotation 
marks; parentheses and brackets, dashes and hyphens. 
NOTES: The teacher should stress these and other such items according to the needs and the abilities of the 
pupils . . 
The study of language should not be undertaken out of context. i.e. through a series of unrelated 
exercises or questions. 
The teacher should keep a sense of proportion in deciding how much time to devote to the study of 
grammar. 
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APPENDIX 
8.1. 2 
SESIOR SECOI'DAR Y COURSE: SYLLABUS FOR ENGLISH FIRST LAI'GUAGE HIGHER GRADE 
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The following syllabus for English First Language Higher Grade for the Senior Secondary Course will be 
mtroduced from I January 1986. 
The syllabus will be intTod uced in Standard 8 in 1986 and the first Senior Certificate ex.amination on this syllabus 
will be held in November ,! December 1988. 
SESIOR SECO)'iDARY COURSE: SYLLABUS FOR ENGLISH FIRST LASGUAGE HIGHER GRADE 
A. THE SYLLABUS 
1.1 
1.2 
1.3 
1.4 
1.5 
1.6 
2 
2.1 
2. 1.1 
2.1.2 
2.1.3 
2.1.4 
2.1.5 
2.1.6 
3 
2.1.7 
2.1.8 
3.1 
3.1.1 
3.1.2 
3.1.3 
3.1.4 
3.1.5 
3.1.6 
3.1.7 
3.1.8 
3.4 
3.5 
4 
4.1 
4.1.1 
4.1.2 
4. 1.3 
4.1.4 
4.1.5 
4.1.6 
GLOBAL AIMS 
To encourage the natural enthusiasm. vitality, spontaneity and originality of pupils through their active 
participation in meaningful language activities 
To enrich pupils' ideas. to stimulate their thoughts and feelings and to develop their understanding . of 
themselves and their own emotional and moral responses to life and the world around them. so that they may 
live more fully. consciously and responsibly 
To develop pupils' ability to express their ideas. thoughts and feelings effectively through language 
To develop pupils' ability to communicale ideas, thoughts and feelings effectively through language 
To help pupils develop the language ski/Is which contribute to effective expression and communication 
To assist pupils in using material from other subjects in developing comprehension, note-taking and writing 
skills (English across the curriculum) 
ORAL COMMUNICATION 
GOALS 
That pupils 
speak fluently, distinctly and with ease and enjoyment, acquiring poise and confidence in communicating 
receive constructive advice on aspects such as articulation. breathing. posture, voice-projection and pitch 
develop the ability to think independentiy and speak logically, and to convey to others their observations, 
feelings and thoughts in an orderly. convincing and coherent manner 
realise that differences exist between speech and writing. and explore these differences 
show understanding of the meaning, feeling and tone of a passage in reading it to an audience 
grow i~ ability to listen attentivelY, .~_mil.,-,iv",e"IYLaO!Jnl!ldLJ.cr,"ituic"a .. lluY'-______ ~ _______ __ _ 
experience oral activities as integral with other kinds of communication 
see that some ways of speaking are more acceptable and appropriate than others according to circumstances. 
READING AND LITERATYRE STUDY 
GOALS 
That pupils . . . 
gain enjoyment from and skill 10 readmg 
appreciate literature and read with discrimination 
develop the capacity for critical thinking about. and the ability to form and ex'press their own views on literary 
works 
expand their experience oflife, gain empathetic understanding of other people and develop rporal awareness 
increase their self-knowledge and self-understanding 
gain some knowledge of basic literary genres and the techniques appropriate to each 
develop some: understanding and appreciation of their literary heritage 
study literary works from Southern Africa as well as the rest of the English-speaking world , and translations 
of other wgrld literature if appropriate . • • 
READING AND COMI'REHENSION SKillS 
The various skills outlined in the Junior Secondary Syllabus should continue to be developed, as far as 
possible, at appropriate levels of difficulty. 
Silent Reading 
Wherever possible, time should be allocated daily to uninterrupted silent reading throughout the school. This 
time should be obtained equally from all subjects . The material should be of the pupils' own choice, should 
preferably be fiction, and may be either English or Afrikaans. The co-operation of the principal and of 
teachers of other subjects must be sought. 
WRIlTEN COMMUNICATION 
GOALS 
That pupils 
write for their own satisfaction and enjoyment 
discover that fundamental differences exist between written and spoken communication 
gain insight into the demands, styles. conventions. technicalities and language of various kinds of writing 
learn to use the elements of style such as register, diction, tone, syntax. denotation and connotation, and the 
use of literal and figurative language 
use some of the devices of cohesion and coherence appropriate to discourse (i.e . the grammar of the 
paragraph and of the longer composition) 
learn to handle effectively the variety of writing used both in and out of school. such as 
• compositions (narrative, descriptive, discursive, expository, argumentative) 
• letters (formal, informal and letters to the Press), reviews, objective descriptions, subjective descriptions, 
reports, poems, drafts of speech. dialogues. instructions , directions, memoranda, formal invitations and 
replies. agendas and minutes of meetings, sketches, paragraphs, notices. telegrams. summaries, essays 
5 
5.1 
5.1.1 
5.\'2 
5.1.3 
LANGUAGE STUDY 
GOALS 
That pupils 
gain understanding about the way language works 
improve their comprehension in reading and listening 
identify different registers used across the range of language 
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5.\.4 judge the appropriateness or not of registers and contexts and convert discourse from one register inlo 
another for a changed purpose 
5.\.5 
5. \.6 
detect the we of emotive language and dishonesty 
distinguish between ract ,!-nd .opinion. objectivity and bias. emotion and sentimentality, and assess the 
function of such elements In gwen contexts · . 
5.1.7 
5.\.8 
be able to extract the essential points from a lext and summarize it for specific purposes 
acquire terminology to describe language and an ability to apply it in the analysis of language in a manner 
which reveals the communicative function of pans and the coherence of the whole 
~.1.9 
5.1.10 
5.1. \I 
5.1.12 
acquire 8 vocabulary which will enable them to communicate easily, appropriately and fluently in diverse 
situations 
learn to spell well 
learn to punctuate accurately and effectively 
learn to produce and understand the structures of acceptable sentences and of their component pans within a 
coherent whole 
5.1.13 
B. 
gain some understanding of the effect on English of historical, social and demographic developments. 
ELUCIDATION OF THE SYLLABUS FOR ENGLISH FIRST LANGUAGE HIGHER GRADE 
(STANDARDS 8.9 AND 10) 
(NOTE: Numbered paragraphs are cross-referenced with the syllabus.) 
PREAMBLE: SENIOR SECONDARY COURSE 
Teachers must noLe that, with the exception of items actually specified for teaching or examining in either Standard 8, 
9 or 10, the contents of both the Sy//obus and the Elucidation O/Ihe SylJabus must be treated at the level of competence 
that may reasonably be expected of pupils in the standard being taught. Teachers should be aware that items in the 
syllabus should be applied at progressively higher levels of competence. 
Consequently, the teaching of any aspect of the Senior Secondary Syllabus must be adapted to the needs of the pupils 
and based on contexts of a readability and maturity level appropriate to the standard concerned. This implies that the 
syllabus has not been designed to be divided into separate "'packagesft for each of the three years. 
Although the Syllabus itself is of manageable length, the Elucidation oj the SylJabus is very wide-ranging and is 
designed to allow for considerable enrichment materia1 which need not necessarily be examined. Teachers are advised 
to make constant reference to the Elucidation in order to ensure that they adapt th~ basic syllabus to the needs and 
abilities of their pupils. It is not necessary or even desirable to attempt to implement all of the Elu.cidation during the 
course, but regular reference to and study of the guidance it contains will help English teachers to teach this course 
satisfactorily. 
NOTE: Each school must frame a policy regarding Sections 4 and 5 of the Elucidation in order to relate the goals to 
the needs and abilities of the pupils . Language SlUdy should be based mainly on 5.1.1 - 5.1.13. 
INTRODUCTION 
(aJ ASSUMPTION 
The underlying assumption of the Syllabus is that the receptive skills (listening and reading) and the expressive 
skills (talking and writing) cannot be acquired in isolation but need to be developed in an integrated process 
involving pupils' experiences and needs in and beyond school. 
(bJ GENERAL AIM 
The general aim should be to promote pupils' intellectual, emotional, social and cultural development through 
developing their competence in using the language and through enriching their experience and enjoyment of th~ 
language, as well as their understanding of more advanced concepts in literature and language study. 
(c) PROGRESSION 
This Syllabus spans Standards 8,9 and 10. Language development occurs at different rates and at different 
chronologica1 ages for different pupils. Although pupils entering the Senior Secondary Phase should have 
progressed to a level of language competence that enables them to cope with the demands of the subject, it will be 
necessary to give fuller attention to certain language skills as they are applied in more complex situations. The 
teacher should motivate and guide pupils to master the skills involved in effecti.,·e listening. speaking. reading and 
writing. and should ~ familiar with the Junior Secondary Syllabus so as to ensure continuity in each pupil's 
language gro'W1h - that syllabus remains of fundamental imponance but an appropriate advance in level and 
ability is assumed hert. . 
(d) INTEGRATION 
For -convenience and clarit), this syllabus is presented in four sections (Oral Communication, Reading and 
Literature Study, Written Communication, and Language) but it must be stressed that in practice the work 
should, wherever possible, be integrated. Language competence grows through ex~rience of listening. reading . 
talking and writing and through direct study of the language itself in both literary and non-literary contexts. The 
outcome of such study should form an organic whole. How integration is implemented will depend upon the 
teacher's methods, approaches and emphases. It follows that the teacher should use the periods allocated to 
English in a flexible manner, provided that these four sections of the work receive regular attention. Moreover. 
teachers should explore the fruitful possibilities of language across the curriculum. 
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LANGUAGE AIMS 
1.1 Language development occurs through continual exposure to appropriate examples of language. 
Pupils' own experiences and interests aTe crucial to their language development. They will respond readily to 
topics and situations that enga¥c their curiosity and that they enjoy and care about. The teacher should be 
perceived as a genuinely receptive audience: who responds with enthusiasm and encouragement to what the 
pupil says or writes. 
1.2 The relationship between language competence and personal development is imponant. Observation and 
discussion of stales of mind; of emotional responses; of human rt:lationships, predicaments. crises and of 
moral values, particularly in the context of literature and all its forms (including television programmes, films 
leisure reading) enjoyed by pupils can promote this global aim. Exploration of the pupils' own experiences' 
feelings, hopes. fears, attitudes and concerns is necessary through speech, discUSSion, writing and drama.: 
Pupils' language experience outside the English classroom should be engaged: they should be awakened to the 
powers of persuasive language (e.g. in advertising, propaganda, reporting, the mass media) and learn to 
respond more critically and with deeper insight, not only to the world in general but also to the rest of their 
school experience (language across the curriculum). In a relationship of trust and genuine concern the teacher 
will be able to guide pupils beyond personal experience and interests towards exploring and articulating new 
experiences. 
1.3 Pupils are usually moved to discuss an issue which concerns them before they are ready to resort to written 
expression. The teacher must playa key role in promoting pupils' ability to express themselves, increasing 
their capacity to observe, to discriminate, to see relationships and to use language as a medium to express and 
to organize their thoughts and feelings logically, coherently and appropriately. The teacher should determine 
the richest and most effective context to stimulate pupils' imaginations. 
1.4 All communication should be regarded as a two-way process involving not only the ability to express but also 
a willingness to respond: to listen, to speak, to read, to comprehend, to think, to evaluate, to infer, to observe 
and to participate. Pupils should learn to impart information, to express themselves with feeling and 
sensitivity and to persuade an aud ience. 
Communicative competence (both oral and wrinen) should be developed in person-to-person, person-to-
group and person-within-group situations. Each language context is unique: pupils should discover the 
appropriateness and effectiveness of language in relation to audience, context and purpose. Through 
partiCipation in a variety oflanguage situations pupils should be led to draw conclusions about patterns of 
usage. Teachers should show pupils, through involvement with examples of English usage, how to improve 
their communicative competence. 
I.S Language study should not be seen as an end in itself. The focus should be on effective communication: if the 
purpose is achieved the language used will have been effective and appropriate to the particular context. 
Syntactical relationshipsj appropriateness of vocabulary and logical organization of ideas are relevant to 
precision in communication. 
Pupils must be given systematic help and constructive criticism and be encouraged to use language as 
effectively as possible, by continuous attention to and practice in thedeveloprnent of the skills associated with 
effective listening, speaking, reading and writing in meaningful contexts. 
1.6 The pupils should reach a level oflanguage competence that will enable them to meet the demands on their 
language sk.ills made by English and by other subjects across the curriculum. 
2 ORAL COMMUNICATION 
INTRODUCTION 
People are immersed in words which play upon issues that will affect their lives in a variety of ways. To an 
unprecedented extent, television and radio have brought these issues into the pupils'lives. Since people are 
often regarded by the media not as individuals but as passive consumers, pupils have pressing reasons to listen 
with discrimination and equally pressing reasons to speak effectively. 
Every teacher's own speech is an important influence in developing pupils' competence in spoken English. 
The teacher'S example as a listener who concentrates and responds with sincere interest to the speaker is 
equally important. 
Suggested goals are given under separate headings, but it should be remembered that oral communication is 
an integral part of living and cannot be taught as a set of isolated sk ills . Proficiency in oral communication, 
while in part dependent on specific abilities, is an important aspect of total personality development and 
social competence. 
2.1 GOALS 
2.1.1 Speaking experiences should assist pupils to develop personally and socially, and they should find satisfaction 
through an increasing competence in the use of speech. 
At time the practice .of specific skills may be desirable. 
The teacher should determine the richest and most effective contexts to stimulate the pupils' imaginations. A 
speech context is created by a speaker, a listener, an environment and such behaviour - both verbal and 
non-verbal - as a.ris.es from their interaction. 
2.1.2 By listening to others, pupils should come to realise the need for audibility, clarity, meaningful phrasing l 
effective stressing, a sense of rhythm, an awareness of the we of pause, variety of pitch, pace and colume, 
acceptable pronunciation and appropriate speed. They should strive for natural and fluent speech with a clear 
and easy delivery. 
2.1.3 Pupils should learn to analyse their thoughts and subject matter and to organise their responses logically and 
coherently in speech. As their powers of discrimination improve, they should be able to select sUllable 
vocabulary and idioms and communicate clearly in speech of appropriate register. 
2. 1.4 Communication of mean ing depends not only on what is said, but also on how it is said. Speakers use 
paralinguistic features which supplement the words used and govern the way in which a thing is said: tone of 
voicc, pilch, intensity and timing facilitate expression; pauses, physical gestures and posture may contribute 
to the Speaker's message. 
Written language requires B precision and complexity of linguistic structure not demanded of speech. (See 
also 4.1.2) 
2.1.5 Teac?e~ s~ould ~aT in mind that ~ing aloud ~ an important ~art of oral communi~tion and they should 
proVIde guidance In ,and opponunlttes for readmg aloud effectively. Successful readmg aloud implies the 
reader's comprehension of the passage. 
,2.1.6 Listening is an art . It differs from hearing in that it requires effort and concentration. It involves 
comprehension and critical evaluation of what is heard . If pupils k.now why they are to listen and how to do so 
effe~tively. the improvement in their listening skills will facili,tate communication and learning across the 
curnculum. . 
Concentration can be developed through attention to such factors as recognition of pace, pitch, stress and 
pause, as they affect meaning and tone. . 
Teachers should encourage 
• the development of. responsible attitudes in the listener 
• pupils to listen with concentration, discrimination and an open mind 
• the extension of pupils' responses to form, style, feel ing and intention by exposing them to a variety of 
situations and to materials from across the curriculum 
• pupils to develop their ability to listen critically to information, to understand meanin·g, and to recall 
accurately what has been hea rd. 
2.1.7 Oral activities might well include some of the following and should be integrated with other aspects of the 
curriculum wherever possible: 
• discussion of lopirs of interest in preparation for original writing assignments, of pupils' written work, of 
prescribed literature, and of pupils'leisure reading and television and film viewing, and critical evaluation 
of language as used in the mass media 
• Oral delivery such as shon talks to various types of audiences followed by questions and discussion, 
interviews, giving practical instructions, oral word games and story-chains, and varied dramatic activities 
• reading aloud and! or memorizing of prose, poetry and drama followed by discussion 
• listening comprehension, involving recall and sensitive and perceptive response to lone, style, feeling and 
intention. 
Participation in oral communication should be seen as an exercise in learning. Where appropriate, such 
exercise may be in response to materials from the four media identified in the literature component of the 
syllabus: print, sound, screen and st~ge. Material from subjects across the curriculum may also be suitable. 
2.1.8 Audience, situation, purpose and content affect the role played by the speaker and the style of language used . 
Within a sympathetic classroom atmosphere, the pupil can be helped to recognise many registers and then to 
select the language appropriate to a particular situation. 
The pupils should learn to gain the interest and attention of an audience, to adjust their speech to the 
responses they receive and to use the forms appropriate to the people being addressed. 
3 READING AND LITERATURE STUDY 
INTRODUCTION 
Pupils may respond strongly to literature in which they see their Ov.'Tl experiences reDected, but they must also 
be encouraged to extend their experience through facing ideas and feelings which are new to them, in order to 
develop an understanding of the world around them and an awareness of their own potential. 
In the study of literature all aspects of the Syllabus (listening. speaking, reading. writing and language study) 
are engaged in a meaningful context. 
Reading skills must continue to be developed to enable pupils to cope with the more sophisticated demands 
made by literature and in all subjects. 
STUDY GUIDELINES 
Wide reading, as well as the intensive study of a limited number of books, should be the basis of the course. In 
addition to the study of prescribed literature, every pupil should read as widely as possible (including some 
non-fICtion) during the three-year course. Pupils should read an increasing range of material and acquire 
some knowledge of the distinctive features of major genres. The teacher must give guidance to the pupils in 
their choice of voluntary reading but encourage them to become increasingly independent in choosing books. 
The poetry course should continue to provide pupils with a widening and deepening experience of diffe rent 
poetiC forms from different periods. 
At this level it may be desirable to Ttad a number of poems by one poet. However, the study of poetry, rather 
than of poets, should be the basis of the poetry course. 
While consideration should continue to be given to dramatic presentation and audience participation, the 
study of plays based on their literary merit should become an increasingly important aspect of drama in 
Standards 8. 9 and 10. 
The emphasis should be on full-length plays, particularly Shakespearean, although extracts may be 
considered desirable to bring pupils into contact with a wide range of material. Whenever possible, pupils 
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should see worthwhile stage: productions. Suitable fUms and recorded material should be used where 
appropriate. 
lbrough discussion and writing pupils should develop a critical and discerning attitude towards television 
and fIlm and should be encouraged to explo~ ideas and make judgements in regular class discussion and in 
the writing of .. views and analyses. While it may be valuable to introdue<: pupu. to the language of mIning 
and mm criticism. this should be explored only in so far as it increases the pupils' undcntanding and 
appreciation of film. 
GOALS (See also 4.1.3) 
If teachers can help pupils to find enjo~ment in reading theY will have done them a lasting service. Without 
some pleasure from and active particlpation in literature, the other goals cannot be achieved effectively. 
Enjoyment of and interest in reading (including literature. leisure reading, and other subjects across the 
curriculum) depend upon the tcaher's guidance and tbe development of the pupils' reading abilities. 
Vocabulary, comprehension and study skills are particularly imponanl. In this respect, the teacher's 
enthusiasm and example playa key role. The developing of comprehension and study skills as well as 
vocabulary, enables pupils to read more effectively and heightens their enjoyment of reading. 
Reading of novels, plays, poems, and experience of the mass media, should be seen within a continuum. The 
study of prescribed literature should give the pupils a frame of reference and a basis for judging their 
experience with other fiction and for responding to leisure reading and fUm viewing with greater insi~t and 
discrimination. Thus the gulf that so often separates the prescribed literature from voluntary readlI1g and 
viewing may be bridged. 
Works which will help pupils to observe, to discriminate and to see relationships, should be studied. As pupils 
learn to think. and to feel, they will read more effectively. Frequent opportunities must be provided for pupils 
to discuss and evaluate ideas with one another and with the teacher. Personal responses and interpretations 
should be encouraged provided that opinions are substantiated by valid evidence from the text. The basic 
literary or technical terms that enable the pupils to describe with insight and to evaluate with cogent comment 
should be introduced when necessary. 
Emphasis should be placed on the development of the pupil's ability to analyse, interpret and evaluate rather 
than on the mere reproduction of another person's response or opinion. 
Pupils must be a~uainted with the techniques of quotation, and must be trained in the use of the present tense 
sequence conventionally used in English for such discussions and analyses. 
The comprehension skills listed under 5.1.1 to 5.1.6 in the Syllabus are of particular relevance here as well. 
Literature can stimulate .pupils to question and to redefrne for themselves their assumptions, attitudes and 
values. It can also open theIr minds and hearts to new ideas and sensations. 
Because literature explores people's lives and gives insight into tbeirmotives. values and feelings - insight not 
easily obtained from everyday encounters with others - it can increase the pupils' awareness of other people. 
Cultures differ in values, customs and world view, and acquaintance with the literature of other cultures can 
help pupils understand such differences. 
By responding to literature and through vicarious involvement, pupils may learn more about themselves. 
The ordering of experience accomplished linguistically by a writer can produce in the readers some ordering 
of their own experiences and attitudes: as a result they may 80iuire more self-knowledge, a clearer perspective 
on and insight into their own situations, motivations and choices. 
Literary appreciation can be deepened through 
• a study of figurative language 
• an awareness of different literary styles and techniques 
• the identiftcation of types of literature, e.g. fables, myths, novels, historical fiction, science fiction, ballad, 
sonnet, short story, comedy, tragedy, satire 
• a~ awareness ofliterary features, such as structure, milieu, character, setting, style, theme, plot, point of 
View 
• some knowledge of conflict, suspense, climax, tone and irony 
• some understanding of the elements of poetry, e.g. metre, rhyme and rhythm. 
It must be emphasized that aspects and literary features such as those listed above ought to be studied in the 
context of prose and verse. The knowledge gained should enhance pupils' responses to literatuTe. 
3.2 Criteria for the selection of prescribed work: 
• Work prescribed for study should lend itself to the achievement of the stated goals. 
• The work: should meet the intellectual and emotional needs of the pupils concerned, broaden their ~ 
horizons, increase their capacity for critical thinking and heighten moral awareness. 
• The work should be potentially enjoyable. 
• The language, style, content, theme and intellectual quality should be worthy of study. 
• Form, structure and technique should not be lOO difficult forthe age group concerned, although the work 
should be challenging enough to extend talented pupils. 
• The principle of progression should be taken into account to ensure continuity between year levels and 
adequate preparation for the foHowing year. 
4 WRITTEN COMMUNICA nON 
INTRODUCTION 
In listening, talking, reading, observing and feeling, the pupil experiences a multitude of impressions. Writing 
is a very effective: method of ordering this experience; of consolidating it and helping pupils to reflect upon it, 
of crystallizing their thoughts and feelin~ so that they become more aware: and can enjoy commurucating 
sincerely and competently. There is an intimate connection between this area of the syllabus and all the others' 
writing should continually flow from and sup pan pupils' reading and language study as well as oral work: 
Pupils must be guided in their writing to move outwards, towards extending their knowledge of the world and 
other human beings, and inwards into a deeper understanding of themselves. The tcacher needs to provide a 
wide variety of stimuli and contents which, together with 8 sense of aUdience, generates the urge to 
communicate. These should as far as possible be found in pupils'personal experiences and needs, and should 
aho be draVlll from the rest of the syllabus and the total curriculum. 
Written communication needs to be taught. Although writing should arise out of real or simulated situations, 
it should be preceded and followed by appropriate discussion. The purpose, the audience and the context 
must be k.ept in mind and the writing planned accordingly. Pupils should be given the opportunity of writing 
frequently for various purposes and audiences. The audIence should be clearly defined for it is this concept 
which will determine style, tone and language and give direction to pupils' writing. 
4.1 GOALS 
4. I. I The writing of prose, poetry, diaries, Journals etc. should be encouraged. The pupils' experiences outside the 
classroom should be engaged to stImulate writing. Newspapers, magazines, films, television and radio 
programmes, as well as personal , sporting and social activities provide numerous opportunities for writing. 
4.1.2 Written communication needs to be more explicit in logic and tone and grammatically more carefully 
constructed than speech. For it to be efficient , it must be correctly spelLln addition to addressing the specified 
aud ience in the appropriate register it must make more explicit use of the aids to coherence and cohesion . 
A variety of oral activities, e.g. reading aloud and the discussion of various topics, can be used to stimulate 
preparation for writing. Furthermore, in revising and editing drafts, group and class discussions are valuable. 
Pupils can be encouraged to read aloud and to evaluate what they and their fellow pupils have written 
4.1 .3 This goal is inseparable from most of those listed under section 3.1 (Reading and Literature Study). The 
reading and study of good literature should play an integral part in any writing programme. Reading and 
literature study should suggest other appropriate writing situations and topics which pupils will be stimulated 
to explore. Furthermore as occasion warrants, there could be discussion of prose, drama and poetry, fUm, 
television and book reviews, reports, advertisements and propaganda, editorials, letters to the editor, business 
letters, instructions, directions, etc., including the examination of their appropriate and distinctive use of 
language. Such examples wpuld not necessarily be presented as perfect models for pupils to imitate: they 
should be read and discussed critically so that pupils may become more aware of how these kinds of writing 
function. 
4.1.4 Pupils' study of language should be closely related to their own writing, through which they should be led to 
explore 
• different sentence and paragraph structures for different purposes 
• logical reasoning, awareness of some of the main fallacies in thinking and logic; correct use of logical 
connectors (such as 'therefore' and 'however,), and comparisons to lin}; ideas 
• the achievement of vividness and clarity by the use of imagery 
• tbe handling of structural devices such as suspense and climax 
• the vocabulary, phrasing and idiomatic expression appropriate to a given purpose 
• the control of tone in written discourse 
• the concept of appropriateness in grammar. expression, punctuation, and spelling as functionally 
important for clarity and acceptability 
• the purpose and advantages of proper drafting. editing and polishing of written work 
• the advantages of identifying purpose, aud ience and context clearly 
• usefulness of grammatical terminology and an understand ing of grammatical principles in discussing and 
improving their writing. 
4.1.5 Pupils need to acquire not only the grammar of the sentence but also the principles of constructing 
paragraphs and of organizing the paragraphs into coherent discour:s.e by exploring the use of 
• the topic sentence and paragraph unity 
• various ways of developing a paragraph, e,g. spatial , temporal, comparison and contrast, illustration 
• connectors and referents to achieve coherence, e.g. relative pronouns and words such as 'however', 
"furthermore', 'thus' 
• sentence variety, length and inversion to achieve flow 
• logical and interesting sequence of and transition between paragraphs 
• introductory and concluding paragraphs 
The writing conventions, forms and techniques appropriate to different situations should be developed in the 
context of the pupils' own needs and experiences as well as that of reading and discussion in other subjects . 
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4.2 EVALUATION OF WRITTEN COMMUNICATION 
The teacher's response to what the eupil writes is of vital importance in motivating the pupil, in stimulating 
deli$ht and in ~DCO~g the pU~il'5 gr~wtb as a writc~. In evaluating a pupiJ's writing the teacher should 
avoid destructIve crttlClSm and pr&lSe achievement. Pupils mwt be encouraged to exploIt:, experiment and 
experiencc. Teachen should appreciate that erron will occur in the course of learning to write effectively. 
Analysis of errors made in writing can provide an indication of pupils' p'rogress. Therefore, teachers should 
apply a positive approacb in the assessment and evaluation of the pupils' writing. 
As far as possible, teachers need to take an overall view of the developing language competence explicit in 
their pupils' written work.: progress made from onc writing assignment to the next should be carefully noted, 
Conllnuous assessment of writing, based as it is on a more intensive knowledge of the pupils' written work. 
than can be obtained from a single, end-of-year examination, enables the teacher to develop those fonns and 
aspects of writing that fmd no place in an examination paper. '. 
Continuous assessment of writing not only enables a wider spectrum of types of writing to be evaluated, but 
also ensures that pupils work more consistently and take a keener interest in their progress; it enables them to 
revise and edit work, benefiting immediately from the teacher's guidance. Competence in writing should be 
demonstrated in a variety of contexts. 
S LANGUAGE STUDY 
INTRODUCfION 
A study of language in action should form an integral part of all aspects of English teaching - listening, 
speaking, reading and writing. 
Language activities must meet the needs of pupils and promote their language development effectively. The 
formal teaching of language concepts and skills introduced and developed in Standards 5, 6 and 7 should be 
positively extended, bearing in mind the goals and principles outlined in this section. In focus ing on the skills 
that promote language competence, the teacher must not lose sight of the need for pupils' enjoyment of 
language activities, as language is essentially creative and expressive. 
Pupils' experience of language should be extended and developed to a low growth to a mature level of 
competence. Increasingly pupils should be led to discover that language is a means of abstraction, and that 
some understanding of how it works will help them to adapt it to circumstances and situation, and to develop 
the ability to formulate ideas and judge with insight the messages of others. 
At Higher Grade level, the acquisition of some linguistic or grammatical terminology should be seen as pan of 
the extension of communicative skills, as well as of the ability to learn more effectively how language works 
and to participate intellectually in responding to language in action. 
S.I GOALS 
5.1.2 The ability to use language. appropriately is a complex process depending on the acquisition of many skills 
to which should be developed through practice. Puplls may also benefit from the explicit study of tbetorical 
5.1.6 devices employed across a variety of styles of language at different levels of complexity. 
The ability to read with a high level of comprehension is fundamental to school achievement. Language and 
thought are inseparable, and different disciplines, contexts and purposes make different demands on the 
language. This intimate connection should be explored in the close study of texts taken from a wide range of 
sources, e.g. 
• in informal discussions, talks , newspaper reports, business reports, legal contracts, literature 
• the victim of an accident, in turning his personal account of the event into a police statement, would have to 
select an appropriate register from Standard English, dialect, fonna11anguage, colloquialisms,jargon and 
slang 
• the language of persuasion as encountered in propaganda and advertising 
5.1.7 Much of what is said under the section on Reading and Writing is relevant here, but pupils should also be 
shown that the ability to follow main arguments, select relevant materials, evaluate bias, identify 
assumptions, etc., depends on the recognition of language cues. The writing of a summary must presuppose a 
specific purpose, which in tum demands a specific register of language. 
5.1.8 Detached formal language exercises can be counterproductive: the emphasis must be on language in action, 
which implies an incidental approach whenever possible based on the error analysis of pupils' written work. 
Nevertheless, pupils need to be shown that the ability to identify. name and use concepts such as the foll owing 
will ·be an aid to their understand ing of language and style. and may lead to the improvement of their own 
usage. 
It is t ssential that pupils view the above as a means to an end and not and end in ilStlf, and that they come to 
realise that the knowledge of certain basic leminology will fac ilitate both the leaching and the learning 
processes. • 
It must be pointed out that the Senior Secondary Phase implies a natural continuation and consolidation of 
the Junior Secondary Phase; many of the components outlined in the Junior Secondary Phase syllabus arc 
therefore repeated here . It is expected. however. that these components, together with additional, more 
complex concepts, be studied in greater depth . The terminology listed below is by no means exclusive of 
alternative termin'ology for the same concepts. 
The following concepts should be taught in appropriate contexts. with due emphasis being placed on their 
functions. 
It must be noted that no one terminology is universaJly acceptable . What follows covers most areas suggested 
in the Goals but is nOI prescriptive. Nevertheless. the following should assist those wbo feel that they do not 
have a wide back.ground in linguistics. The spirit of the Syllabus implies that what follows is not to place an 
extra burden upon teachers and pupils. Many of the following may well be used by the examiner in the final 
examination paper. )t must be stressed again that language must be: taught in action and not as a series of dead 
exhibits. 
• parts of speech (word classes): nouns. pronouns. adjectives (including articles), verbs (including infinitives 
participles. gerunds. auxiliary verbs and the concept of fmite and non-finite verbs, reported speech). 
adverbs. prepositions, conjunctions and interjections 
• the f~nction ofth.e verb ~n respc:~t of tense {seq~ence of tenses. use of h~stori~ present. etc.) •. mood (paying 
particular attention to Imperative mood used 10 commands. and subjunctive mood used In hypothetical 
sentences and wishes), voice (paying attention to function and effect), concord and transitive and 
intransitive use 
• subjective, objective and possessive cases of nouns and pronouns 
• sentence structure: simple, complex and compound, main and subordinate clauses, adjectival and 
adverbial phrases, loose periodic and balanced, inversion (foregrounding), parallelism 
NOTE: 
(i) the relationship of sentence structure to intention and style should be stressed 
(ii) detailed, mindless clausal analysis is defmitely not recommended 
• lexical terms, e.g. synonym, antonym, homonym, homophone, compound words, denotation, conno-
tation, ambiguity, diction 
• various stylistic devices such as irony, pun, innuendo, satire. ambiguity, pathos, climax, rhetorical 
question, repetition, eHipsis, antithesis, hyperbole, foregrounding 
• phonic devices such as alliteration, assonance, onomatopoeia 
• functional concepts such as subject, predicate. object, complement, modifiers , connectives, determiners 
• appropriate usage, including Standard South African English, slang. colloquialism, cliche.jargon, dialect 
• literal and figurative use of language 
• factual and emotive language, referring to neutral and emotionally 'loaded ' words 
• register and tone. 
NOTE: 
The teacher should exercise great discretion in deciding on the amount of time to devote to the concepts. 
Difficult items should be stressed a.ccording to the needs and abilities of pupils. There should be a defmite 
commitment on the part of the teacher to teach conceplS which relate to how language works, but when 
grammatical terminology, latinate or other, is employed, it should be for convenience only. e.g. to assist 
pupils in proof-reading. editing and polishing their own writing. . 
5.1.9 Vocabulary should be enriched as part of a deliberate teachin!; policy. Pupils should acquire a vocabulary 
that enables them to cope with the demands made by their own writing. literature, other subjects in the 
curriculum, the media and social situations. 
Words should be explored in configuration or in context, e.g. in rtlation to literature or in 'word families'. 
Denotation, connotation, and the compatibility of vocabular;.· with register and context need attention. 
Knowledge of roots , prefixes and suffixes can provide clues and help pupils e1ttend their vocabulary. Pupils 
should be proficent in the use and conventions of the dictionary. 
S.l.IO A meticulous approach to the learning of spelling should be fostered. The teacher must identify and meet the 
needs of the individual pupils. The incidental learning of spelling must be complemented. where appropriate , 
by attention to spelling rules. Suitable dictionaries should be used as a matter of course. 
5.1.11 Accurate punctuation clarifies meaning and promotes effective communication: pupils should be aware that 
negligent or faulty punctuation interferes with communication . They should become completely proficient in 
the: effective us~ of the punctuation, e.g. full-stop, comma, colon, semi-colon. apostrophe, question" 
e1tclamation. and quotation marks, parentheses (bradet~. rlashes) . hyphens , correct punctuat ion and 
functions of direct speech. 
5.1.12 Although the acquisition of synta1t is a natural process, practice and functional analysis can help to produce 
insight into the nature of language and improvement in perfonnance . Pupils shouk! realize thaI a writer's 
choice of syntax is part of his intention and reflects decisIOns about audience and occasion. 
5.1.13 Language development for both the individual and society is organic and continuous. Changes in use and 
meaning take place over time and (particularly in the case of English) in different pan.s of the world because of 
different demands, different cultural context, and the proximity or interference of other languages. Pupils 
should 
• be able to identify some orthe essential differences in usage and idiom between South African, British and 
American English 
• have some understanding of the influences at work on the language they and others use 
• have some knowledge of the historical development of English, particularly with reference to its 
vocabulary and its descent from an inflected language 
• ~ able to distinguish between slang. jargon, colloquialism, dialect and Standard English as they function 
In context. 
140 
-
APPENDIX 8.2.1 
SCHOOL 1 
1. GOAL3 
1.1 RE.SULTS: 
ENGLISH DEPARTMENT: 1988 
All concerned in 1987 arg to be congratulated on an 
improvement of about 7~:' in our Senior Carti:ficate results, 
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' .... hich certainly marks the best perfor.na..'"'lcG by our matriculants 
for many years. The HG aver:tge of 52, a~ is probably ,,,1 thin 
2~ ·; of the Provincia.l Nedi::m and the SG Llverage of 54,6% must 
be ve~" closo indeed. :le had but one outright .f<J.ilure and 
precious i'm . .., HG/3G conversions, Hhich mora than vindicates 
our deliberate policy to differentiate in ~ngli.:Jh betl"een 
HG and SG pupils. Furthermore there are probably several 
matriculants ""ho owe their passing aggregate to the 
comparatively good Engli:.ih marks that they recorded. 
To be on or above the Provi!1cial Hedian remains our goal for 
this yGar.. The ma torial \/e have is average .:rnd there is no 
reason for us not squeezing those e::-::::tra t1'10 or three percent 
to meet the Hedians of tho Province .. 
One A and two B's were recorded i~ 1987 ond, G'iven the results 
in other subjects, ,.,.a must loole to improve upon the top end 
resul ts even ~urther. Pupils ,.,.ho ca..'"1.l1ot cope .. ,i th HG Engligh 
mus t be rnovad to 5G no la tar than ;·tay . 
In. this economic climata a.,-,d givon the neod to market our 
school aggrossively, . teaching for good Ha'tric results is 
essential. 
1.2 ACrli)Z;·lIC 3TA1IDARDS: 
Th13ra remains an- unfortunatG ga? between the expectancies sat 
in :3tds 9 ancr 10 and those that h:lve pertainad in 5tds 6 to 8 .. 
A lot of' our attitude problems that surf<l.ce in 3td 9 can be 
t::-3.CGU to the then entrenched ideas that you do not have to 
lfork in Znglish, that you do not have to prepare for English 
o::~QJ;Js, t h at Znglish is an automatic pass, and that anybody 
who spaaks the lLlIlguage must be able to do it on HG at school. 
An equally sad by-product of this is thl3 very poor carry-over 
from one year to th3 next, O-Ihich cau.sss us to spend hours 
repoa.ting teaching that was done in :3td 6 ~'lith our Std 7 and 8 
classes. A cl<l.ssic eX<l.luple of' this is parts of speech, which 
seems to require re-teaching f~om basics everJ single year .. 
10fa have to incu.lcate a worl< ethic ill English; 1 .... e must not 
accept \ .... or~c that is second rate; "e have to malee parents and 
pupils a\tare that HG English requires a set of' s},ills as 
complex as any in ~Iathematics. The n e w textbooks which cover 
the llew syllabi should help greatly in setting the correct 
standards and expectancies, but at this stage only the books 
for Stds 6 and 8 are available. }leaningi'ul tasks and demanding 
standards· must be St.3t in full undurstandiIlg or the Aims and 
Eluc~dations of the syllabi. 
1. J 1986 SYLLABI: 
These are nolV in af!,ect throu;~hout the school and must be 
1'0110\"80 clos e ly. Please nota the emphasis given to critical 
evaluation, regi.ster, purpose, tone, a critical and linguistic 
vocabulary, reading and language competence. 
1.4 READING AND lffiITDIG: 
Our campaign to woo pupils into the rsading habit has been 
hicihly successful in Stds 6 and 7 and must once again be 
aggressively pursued.. It is e~sential thc.t time be set aside 
regularly in these classes for reading and visiti.ng the library .. 
The so.me can be r e commended for Stds 8 to 10 ,,,here, sadly, we 
have been less successful .30 f;J.r. 
iI.. particular goa.l this year Inust be to improve the range and 
the quali ty of pupil , ... ri tin'~ in the school. 1fr! ting mus t 
become 0.5 much a h::lbit as reading and 1-19 need to do a lot 
more to,,,ards introducing pupils to "'"hat their peers write 
abou t in 0 thar schools n..~d 0 ther environments. 1fe should 
aim at concise, .fresh e;cpression stimulated by real problems 
and real observations, real f'~elinp,'s and real ''fishes. 
~ • 5 ElffiICIUlEHT: 
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:Related to all the points above is the ne'3d for us to formulate 
a pro~raJlIIlle of' En,cglish enrichment in the school. The vehiicle 
for thi.s no,., cxist:J in tha __ " -: _ Union and each English 
teacher is ur,'~ed to play a part in setting up some avenue of 
Enf!lish enrichment, a.f;. a writers' club, a book club, a 
liter::ll:"".r society, a film/video club - in addition, of course, 
to such activities as drama, 5pe~cing, debating, forum 
discussion, publications. . 
tie must also aim to talce part in the Arts Festival in 
GrahomstowTl and to contribute to uriting periodicals such as 
English Alivo. The English Olympiad is anothor possibility. 
1.6 TE.U-! COlIE3IOll: 
lie aro fortunatG in havin~ a teo..m of' e.:o::.perienced and very 
competent te::tcher3 which has allo,,,ad us to develop our own 
'En~lish 3tanua..rd Head' system. Thi~ year the Standard Heads 
liill be play:ing an even more meanin''iful role as architects 
of the ...... arious curricula and as administrators-in-chief" of' the 
,.,ork in their standards. 
TIle St=dard Heads "re: ;'Ir __ ~ (~O and 7), Hr_" ~ _ (9), 
,"ass..:.... ..:. -::; (3), :-liss __ --.:_ (6) and :-!r _" __ -_ (SG Senior 
class as) • Durin~ 'Terms 2 and J, i-ir __ .:...... ,·Till also be ac ting 
as iIead of English in the absence of ~fr ___ ~ . 
Apart from the mcetin~ every third ~lednesday of' the full ' 
Eng-lish department, tho English Standard Heads are 'asked to 
conv r:? ne meetings of the teachers in their standard as often 
as maJ.:;:es s enae. Thur=:;day, Period 1, for example, allows the 
JIG teache rs of 9 o..np. 10 to mee t together. Such meetings should 
not be purely admirfstrative in nature. Time must be set aside 
for 'professional g"rowth I in our department. 
Tear.1 teachi n.; '<forked much bett~r last year end must be used 
wherever the timetable allm,'s it. It has proved its valuo 
conclusively in 9 and lOt , ... h.er~, once again, 1fG and SG English 
groups are set. 
To survive 'a year of' English teaching Wig ne'?d team spirit and 
this must remain a ~oal. 'o(e must plan a f'e,., social functions 
atiain. 
Implicit in , ... hat has gone bl?for9 is the id e a that thi3 year should l1,oIlif"\ 
be one of consolidation (althou g h a lot of innovati on is required). 
Seen in that perspective, certain area8 of professional conformity 
ought to be outlined . Th~se should not be seen as i~pinging upon 
the :Lndiv:"dual freedo~s of' tp.ac!1ing style and teaching 1!I.aterial 
- certainly not in a sibTlificant 'fay. But, for the boat to be 
in mot~on purposefully, the oars~en have occasionally to pull tosether. 
2.~ lfOTIK PLAN AND RZCQRD BOOK: 
If f"llo,.,ed correc tly, thi~ .9hould allow for substantial quantities . 
of the cur~~cula to be examined across the stancard in the periodic 
school examinations. Thi.9 co-ordination also facilitate.9 team-teaching 
and the acqUisition and sharing of r esourc e s mat e r~al. 
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ZxW!!:i.nat:"ons ''''ill follow the practice of' ",.,-hoever sets mar!:::~ - acro~s 
the standard" (see S:':aJ::linations supplement). The SBl:l9 cannot be 
orzan~ged for the Test Ser~es. Here L~dividual te a chers must 
compile a ~ar!: (ex 100) showing a no~al balance of Znglish activities, 
i.e. oral, wr~tten. litp,rarf acd li~~Jistic. Derive the ratios from 
the f~al e~ao~ation allocations (se~ Appendices). Teacher~ may set 
their own tests for the hour slot allotted, but the tot~ mark must 
cover all o~ the four as~ec~s of the English core. Marks will be 
standardised by pr9_calculatin~ the averages for each English group 
and then adjust~g the actuals for each group accord~gly. Please 
take car~ ~ith tes~ mar~s as they count for prizes and Merit Awar~s. 
Other c las s testin~ t~rou~h the year is essenti~ as units of work are 
completed. Failure to do this will render the aim of inculcating 
English studying h~bits less attainable. 
!fith ~x~i~~+'~~n~J question papers ~ mp.~oranda ~ust be submitted Ln 
draf't : fo~ [o r ci:'culation and approval well before the tY!,in-:; deadli..."1.':!. 
A co~pleted batch of scri?ts must be retu~ed to the standard head for 
~oder~~ion, bearing a full symbol distribution and top and bottom ~arks 
( with n~es). Co~~ent on the success or othp.~iise of the paper is 
particularly use-ful. A ... ", analy~is of COr:7::-:on er=-ors is very useful 
r.dd-y~ar 1'rh~n pnpers may be r~tu~ed to pupi15. Fi.::J.allJ", the examiner 
oust se~ t~at scripts are batc~ed tog~ther, wrapped and filed for 
storage, each batch blO'a:::-in;- a photocopy o f the paper, memo and s)TTllbol 
distribution ~~d clearly labe l l ed . 
To:;:"t-book!l r::.ust be covered, the nawe of the pupil 1<fritten into 
each, pl!'!':J tl .. e year and his class g::-oup. Pupils must learn to 
ta.!'::3 bool~s horne ::.z::.d bring t!';. ern on t!';.e a;:poir..ted day. Furt.h.ermore, 
eac!;. ;::\lSt be res po!"!s ible !'or his own book, sig::. f'or it at the 
begi!1..'"'1i!1'; 0:"' t!:e , Y'2!2.r, sig:lit bac!;: at tho e~:::, and be seriously 
dt?al't "' i:i.t!1. if' he· ' l.05e~ it. :10 book costs less · than R10 these days. 
No pu-pi2. :;:'2.;'- .~~·lri te in a te~t-book other t!J.an a presc::-ibed "~fork, 
and "t:~ t: rl or..2.y i....--::. pencil. 
Zx.e::-cise book::. ;:-rust also be cQve!"ed and kept neat and clean. 
T!"!.er2 is no reason for us to accept the L.--::'5ult of' slovenly >;'lork 
i:-! a d.:! :i.-:i=:! to c"'.!:' e :~ :'!Jt:.~.; loae!. nul:Jrs must be used and liO::--k 
~ust be dated anc identi~i ec!. 
2.4 CORP..EC7::0NS AND H.4.:t..U:~!G : 
3· 
Errors of concord, idiom, preposit:ions t spelling·, abbreviations, 
punctuation ( especially the "cornrna splice l1 ) and direct speech 
~ust be corrected. It is a gQod idea to leave the facing paga 
of' the essay blaru~ for this purpose. Lessons should be designed 
around. recurr:.ng errors and the opportuni ty taken in marking to 
build ~p a gr~matical and l.iterary vocabulary. 
An individu~ sp~lling list can be built up at the back of' each 
pupil's com.position book and individual testing done on his 
spelli.ng "blin::! spots." Likewise, a ' EOCIG...I3T of reading done in 
the course of the year must be kept in the composition book and 
checked and encouraged regularly. 
~ia=~ci...'1.g mus t be dona on the mar!eing grids and the evaluation 
(e.g. 4C) indicated as well as the total marIe out of the correct, 
ap?r~ved allocation. 
~fe have only .ourselves to bla'"=l9 if pupils off'er us sub-standard 
wor!~ and slovenly pres e ntation. 
T:r~ E)l'GLISH ROC~1 
This is rneant to b'3 our ololn study, whe re one can mark, type, 
read, research or pond e r - or just escape. l-!ater:!.al is desperately 
n eeded to build up a resources centre, particularly class lessons, 
tests, or assi~'3nts t ha t have \otor~o:ed ",ell.. Pl~ase thinlC, of' 
rJnn~"1.~ of~ a copy for t he English room at the t~~e. A pr~vate 
lib-rll'ry Dt'" "'""_re.,,ce i:toplcS" t../'" "" ltvf1+ up AS" h's-JJ Q...:S tQpa.9 .. 
APPENDIX 8.2.2 
SCHOOL 2 ElldL1SII UEr~nmENT 
.). SUBJECT IIE~U MID SThllDMID LE~UEnS 
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The Enntlflh Ilcpod:mel1t opcrntc9 unoer the guidFmce of the subject Ileed And the 
Sl::emdnrd Lcntl~r~. "tense wor')( clO!'~ely w1th the standard Lender. and refer 
problems end .ur.lles~lon. ~o ~he SubJec~ lIeBd. 
nesponslbllHlcs ot ~he SlQIHIOI' cl Lender, 
1. 'to co-orcHnote ell matters to do with that standard such BS films, 
ora tory COil tee ts I creQ 1:1 vc dromn. 
2. To work out the langll~ge ('xcrcl~es and comprehensions to be done 
ln thAt stnlldarcl. This Informntion 15 to be handed to t:he teacilers 
at th(\~ sb\lldard on the [1 nd: doy of each term. Guidance on the 
direction of Ge~work teachtng is elsa necessary . . 
3. To see to the setting of ex<'\mination pf'pers for that st.ende.rd. 
AI: lenst 80% of the lonBU[\r,e pl1per should be Bet: on the exercises 
Elnd si{lil3 bdgld: bp[or e the eXAmination. 
A. To co-o rdlnnl:c t:h~ l~~ulne of hondouto for t:he et:andard. 
5. To maderA to exomlne Hen popers for the B bmdard. 
6. To rlle 9] 1 exam p:-tpers nnd mcmoranda in the appropriate rIle 
which is \C(!pt tn the stroup-room. ThlfJ rIle is to b~ signed 
by the Stondord Leade r Bnd remains hIe/her responsibiiity for 
the yenr. 
b) • RECORD DOOl(S 
rlease h~ve nll pDges in pineo, and plonning up to the June exam complete 
by the appropriate date. Ilond In to ___ ° _ 0 ~ ~ on that date. Use the 
work scheme given to you by your Sbmdard Leader as a nuide, end include 
innovatiolls of your own. Include exercise numbers and pRge numbers. 
Essay topics and the areas ,1:0 be covered in aetwerlt must elso be inclUded. 
c). PUPIL ~onK 
Please \(eep a ci0ge chcct( on £'\11 pup il worlq it should be inspected 
(ond signed) once B week. All p~lpilA should hAve on English rIle which 
should looh r;mnrt, be orgt3ni!3r.d in 8ectiona (lonnungc . setworl(, wrltlng, orel) 
nnd cumulnt:1ve, if!. previou!J 11flllflouto "lIould br. ltcpt. An index should be 
hept in front of the rite. Thc!":e rtten nre IHPOIlTMa! (See Index for 
Sl:ds 0-10). A Inllp'U:)f!p. noh'booh for Sbls 0-10 ""ill also be in troduc ed in 
sb.1 8. See further inslr-uctloft9 for the use of I:h18 notebook. 
d l. lIor·IElmnr( MID 11MIK 1IIll 
rlease set £I ntC'llnec nble om tll m\: of hOlilcworlt for each doy (10 mInutes -
Juniors; 20 minuteo - SenJor!Jl. lIotnc""o r\( diarics ~houtd be used by 
the pupils nf1(1 checltcd. ~!~:-~_!~£_121eccs of wri\:lT1€L!2~.!.:¥ pupil 
should be mBfOltctl ~cr te~!!!..:.._~!~c~:!~!:ee sets of mnrlts lor ~'rititlg should 
£~~!E0rd~~~_ term. (Hndtr> m oe n o t necessary f o r every writing as s ignment). 
f\tl d it: .'onnl wril; Jnfl mOlY be mflrh~d by I:he pupUs in p:roups. All writing books 
mus~ Imve nn IfHJEX of ... lIo1l:ille E'tJ91p.ntncnt:s on the firal:: two pages. Tile index 
Is to be divided 111 ~o lerm •. 
e!. tVhLUhTlOl1 MID i-\OUERhTlOH 
Please ensure I::hnt the pupils ol1d>:'r o~bmd how wor\( is evalunted. 1\ copy 
of the evniuntion scheme for ""dtlllr. r.hould be on a wall in your room. 
Try 1::0 evaluote in SOCll R w~y tol,nt tl ,Pre 1s n spread of marks from dis-
t:1ncUon to letiure ""lth the avernee being D/E. 
rl cas e leI: me __ ~ _ hove, f o r moderntion, two books from the first 
set of wd Hng you mark Rnd then nlly you ore doubtful about. 1\11 English 
I:cac hers s hould hove DCClulroed n commo n s t nlH]ord hy th e time the second term 
exams come. 1"\11 exam work should be moderated by the Standard Leader before 
marks ore 11Olldcd- in. 
. .. /2 
f). AREAS OF TilE SCIIOOL WIIERE TilE ENGLISIl DEPARTMENT SIIOULD DE PROMINENT 
,~, '''~nglish olYlllpihd 
2. Debating 
3. oratory Contests 
4. . Programme for the 
5. Tentrabls 
G. The magAzine 
7. neading 
The ' ~oplc9 obviously change every year. 
Senior and Junior. 
annual productloll. 
Engl ish teachers piay n vi tal role in 
encouraging Bnd collecting writing. 
Submit pupils' writing 
It is our responsibility to encourage the 
p\lplls 89 much as possible. 
8. Open Nl/1ht dispiays and performances. 
g. Contr tbu Hons to "English 1\11 veil, poetry compe H tlons etc ... 
g). , ~LEASE EI~pIIASISE TIlE BASIC ASPECTS OF LANGUAGE EVERY WEEK 
ego RcmUn8 - how to read, how to el',ljoy 8 book. 
hl. 
··· ·SpetH,,!: , ~ weekly ' tests'; 
runc\:uAtion - explanaHon of punctuation marks. 
Imf\gel~Y - usc of comparison and contrasts. 
Sentence construction - parls of speech, syntax - tests. 
Meaning - objective end subject ive language. 
Clear Expression - speaking end writing techmi.ques. 
Sincerity and simplicity - style. 
ALLOCATION OF PEn r ODS (This needs to be adapted to fit your needs). 
Perlod 1 Oral (20 min.) Grammar (~O mins) 
Period 2 Writing (20 min.) Grammar (40 mins) 
Period 3 Poetry (20 mins) Other setwork (40 
Period 4 Setwork (60 mins' 
.. -. ~.------- -.-. 
mins) 
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ALLOCATION OF MAnKS 
std 6 std 7 std 8 Std 9-10 
1- Oral Communication: Tl!l'~ 1 50 1 50 1 dO 
Rendina I 50 I 50 I dO 
1 1 I 
2. !!eading and Litera~ure I I 1 
Study: flool( project I 50 I 80 I 90 Poetry project. 50 I 
I I I 
3. Writing: Compo~J li on I 
70 I 70 I 70 LeH.r.r or I Other 30 30 I 
30 
I 4. Language: Comprehellsion dO I dO dO Summnry I 20 I 20 L~nF-uR~e I 60 60 I 70 
TOTAL: "00 
SPECIAL NOTE FOn STD 6 
The "Heading And L!~erat.ure" m('\rks for June rmd December should be 
calculated as follows: 
Terms 1 and 2 rroJ~ct on n bool( that ha~ been read by the class. 
standard leader to give guidance (out of lOO). 
Terms 3 and d roelry rroJecl !oul of 100) 
Include both project mar\(s In lhe finn! year mar\< (lIfllve the l:otal to 
give a year mClrl~ out of 100). 
Mark al1ocaHon for project: COll l : l?n~ :110 
rrr.~f'f1 tfl HOll : 30 
Grflmmar & Spell!ng:30 
TOTAL 100 
ALLOCATION Of CLASSeS A D C D E F G 
stflOoard 10 i< 
_ ...J_J _ _ ... 
)( Y-
." )( ><. X 
standard 9 )( "- "- )( )( .. 
slandard 8 )( " " 
X 
" 
><. X-
Standard 7 X . )/. )l. 'J. "- .. 
Standard 6 )<. "l- X. "- )<. "-
STANDAno LEADEnS 
S tand;)rrl 10 
standard 9 
St.::mo::lrd 8 
StAndard 7 
Slandard 6 
30 
20 
120 
70 
30 
dO 
20 
70 
1. - - .-------- - -- -. 
d. 
5. 
TEXTBOOKS 
S tanoRr-d 6 
Stanrlflrd 7 
Standard 6 
standard 9 
S~and.rd 10 
STATlONEny 
Ail books will 
Standard 6 
Standard 7 
standard 0 
standard 9 
StandBn~ 10 
be M 
- 2 -
Sid llF; of r.n~lish/Humbol1 
Sld!lr. of English/Ilumboll 
t1l1mboll/f.r;sential Grnmmar/PracHcal Punctuation 
MnU:er of ~tyle (Ea ch teacher to get a ciass set). 
From H('nfllng to Wri I:1ng (share 99 set)/Senior 
Lnn1?lInp.p./f'rinciples of Precis (ge t: these 1n term 3). 
Senior Language/fletcher end Scea les . 
60ft covers. Writing Setwork Language 
1 1 
1 1 1 
1 1 1 
1 i 1 
1 2 i 
P.S. Use foolscap pBper for written notes . rupils must FILE l:hem. .. , 
6. ISSUE AND nETUnN OF SETWonKS 
Please ~o11ect I\LL copies for t h e yc",r from X end return them 
as soon 8S the examination on that \}oo\( has been written. 
7. MAnK nOOKS 
Each teacher must have a m8rl( booh/flle in which /l.LL marks are recorded. 
The marlts mUs!:: be CLE"nJ~Y lnbelled and Itept: in the teacher's classroom. 
8. SUPPLE~IENTAHY HEADING rnOGnAt~~'E 
The following hoo\ts (Among allier", ) are Avoi leble for t he following 
standards. The Rpproxima t e nllmber of caries ~vaih.lhle is indicated in 
brac\(ets. rle<lse try to reFHi one book p e r term with each class, and do 
not choose a book tha!:: i6 s\Jggesterl for another sbmdord. The books are 
stor ed in the setwor\( room. The key i s available from 
Sld 7 
Th e Ye"rllng ('0); Inh Dey of July (30); A Severnslde Story (30): 
1\ rattern of Islands (70); The Albatross (311): Shane (25): 
Goodnight Mr Tom (100) 
The Old f·1an Emd The Sen (lOO): The Incred ibl e Journey ( 26) ; 
The Pied riper (3S): rurld'nil ead Wilson (74); The Kon Tild 
Expedi~ion (50). 
Tiger In the Smoke (1 .10): J Ile:'lrd the Owl Call my Name (lS0); 
Episode of Sp:)rrow!'l (70); ncnl:h to the French (70) i Lord of 
The flil'!s (70): fmimal Form (1 50): The Third Man (for 
advClllced Cl AS S ). 
WIlLh~rlng l1(d~hts (lS0); fo. nO!'le for Winter (SO): Cry the 
Beloved Coun I::ry· ( .t 10) ; Tile Go 11(' tween (1110); Tess of the d' Urber-
vllies (1 00): Moyor of Cn.terbridge (120). 
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APPENDIX 8.3.1 
TAKING A LOOK AT OUR ENGLISH PROGRAMME: Questionnaire 1. 
FOR OFFICE USE ONLY. 
Please l.eave blank: 
1 I 2 3 
Dear Pupil.s i 
English is the most popular subject in the school - it MUST be 
because you all take it! 
i 
So anybody who has to draw up a pnogramme or Engl.ish in the school 
must know what you, his customera, really think about the programme. 
Otherwise, how is he to knOW· what is going to help you to learn 
rrom and to enjoy the Engl.ish lessons? And that is very important 
to know when there are so many or you to consider. 
So we need your help. We want you to think very SERIOUSLY about 
the questions below. We want you to answer them HONESTLY - don't 
write down what you think might please your teacher, or what 
you think you woul.d be expected to say! 
You don't have to worry about who is going to read what you have 
to say, because no one will be able to identify you from your 
answers. Your name does not appear on the paper, and, believe us, 
we certainl.y haven't time to go around trying to identiry your 
handwri ting! 
But please take this thing SERIOUSLY and, aboTe all, BE HONEST. 
Work on your own - we want YOUR opinion, not your friend'sl 
Your assistance wil.l help us to think about the English programme 
Cor next year and the years to come, so we really value the help 
that you can give us .. in thi8 questionnaire. 
Thanks very much. 
Yours SinzlY 
.~ ~ wi th the help of: your English teachers 
Rhodes University 
--------------------------------
FIRSTLY, PLEASE COMPLETE THESE FEW PARTICULARS: 
Choose the number that applies to you and write it down in 
the box provided, e.g. if you are a boy, you would write 1 
in the . box opposite. Ignore the numbers on top of the boxes. 
SEX. Boy = l., Girl = 2 
4 
5 
I 
i 
I 
I , 
~: Std 6 = 1, std 7 = 2, Std 8 = 3, Std 9 = 4, Std 10 = 5 
6 . 
GRADE: Higher Grade (Stds 8 to 10) = I, 
Ordinary Grade (Stds 6 to 8) = 2 
INSTRUCTIONS FOR THE REST OF THE QUESTIONNAIRE: 
All you have to do in SECTION A is write down a number, but in 
SECTION B we would l.ike you to write out your answer. 
Let's deal with SECTION A f:irst: 
SECTION A: 
~----.j 
! 
Things that you do in the English programme involve you in talking 
to the class, reading aloud, reading at home, writing all kinds o~ 
compositions, learning about books, poems and plays, answering 
comprehensions and studying language and grammar. 
Page 2 
The followinff lists of statements are connected to these various 
activi ties.. Please answer TRUE, FALSE, or CANNOT SAY to eaoh, 
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l 
, by writing down in the block provided one ot the toll owing numbers: 
it you AGREE with the statement (you tee 1 it is TRUE) a 1; 
it you DISAGREE (you teel the statement is FALSE) 
it you DON'T KNOW (you teel you CANNOT SAY) 
= 2; 
= ). 
Ignore the numbers on top or the boxes. They are for the computer. 
1. ORAL WORK: 
1.1 I teel shy or embarrassed when I have to do orals. 
1.2 Orals have helped me to be more selt-contident about 
speaking in public. 
I.) I enjoy speaking to the whole class. 
1.4 Through doing oral work in English, I tind it is now 
easier for me to give my opinions in other classes 
and to stand up and ask questions. 
1.5 I prefer group work to individual orals. 
1.6 From working in groups, I can now co-operate better 
with others. 
1.7 Through oral work, I have detinitely learnt to express 
my ideas better and more fluently. 
1.8 Practice in oral ~ork has helped me to speak and to 
write more correctly. 
1.9 Through oral lessons, I tind I think more clearly 
and can organise my thoughts better. 
1.10 I enjoy reading aloud to the class. 
1.11 By having to read aloud to others, I have learnt to 
understand the meaning of a passage better. 
1.12 When I read aloud, I can't tollow the meaning of 
what r am reading, 
1 . 1) I pay attention when other people do orals in class. 
1.14 ·Personally, I don't think that oral work in English 
has helped me much. 
7 
c;r 
c:::J 
9 
CJ 
10 
CJ 
11 
r---: 
, 12 ; 
~, 
L---i 
I) 
J~ 
14 ,-; 
.------.J 
15 
[ i 
16 
1_._ 
18 
1 
__ , 
---, 
19 1" -'-_. , 
J 20 . ~ 
i I __ _ 
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2. WRITING: 
2 .1 I like writing about myselt and life. 
2.2 I like inventin~ stories and characters. 
2 .) I enjoy giving my ideas about things. 
2. 4 I like writing poems. 
2.5 I often borrow ideas from TV, videos, etc. because 
I don't know what to write. 
2.6 I struggle to write compositions because I haven't 
got enough imag ination. 
21 
~
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For easy reference, here again is the list of code numbers: 
if you AGREE with the statement (you feel it is TRUE) = 1; 
if you DISAGREE (you feel the statement is FALSE) 
if you DON'T KNOW (you feel you CANNOT SAY) 
c: 2; 
= 3. 
(WRITING continued ••• ) 
2.7 Composition work is boring. 
2.8 Through practice in writing, I can now set out to 
create a epecial effect, e.g. a mood, an emotion, 
a character, a description, tension, humour, etc. 
2.9 I always seem to write in the same kind of way and 
in the same style. 
2.10 Practice in writing has genuinely helped me to express 
my ideas better. 
2.11 Composition work has helped to improve my spelling and 
grammar. 
2.12 Through doing writing tasks in English, my essay 
~iting has improved in other subjects, e.g. history. 
2.13 Practice in writing has helped me to think and write 
more clearly. 
2.14 Through my own writing attempts, I have learnt to tell 
good writing from bad. 
3. READING AND LITERATURE STUDY, 
3.1 I enjoy reading. 
3.2 I often take books out of libraries. 
3.3 I read a lot at home. 
3.4 My parents have always encouraged me to read. 
).5 I don't read much because of TV and videos. 
3.6 I prefer magazines and light reading to books. 
3.7 We have a lot of books at home. 
3.8 In high school, I have learnt to read with greater 
understanding of what the writer is actually say£ng. 
).9 I have learnt to judge good writing from inferior work. 
3.10 These days I think about what I am reading and feel that 
I could express an opinion on it. 
3.11 I often don't know what to say about what I have read. 
3.12 Setwork essays are difficult. 
3.13 Setwork exams pull my marks down. 
3.14 Teachers dig all sorts of things that I can't see out 
of the books, poems and plays that we study. 
3.15 Literature is there for enjoyment; it shouldn't be studied. 
150 
27 
c=: 
C 
~32 
I 1 __ • 
~ 
; 36 
I 
.~ 
~ 
38- ' 
. 
:.-22.:. 
40 
,..---
-----J 
. ...!!.L 
, __ J 
. .J!£ 
,--
43 i---
._4_i.. . 
!: ~1jr 
. . 
~ !n_ 
, 
:2<8 
! 
.. 49. 
1 
Page 4 
r-F-o-r--e-a-s-y-r-e-:f:-e-r-e-n-c-e-,-h-e-r-e-a-g-a-i-n--:i-s-t-h'---e-l-i-s-t--o-:f:'---c-o- d-:-e- n-um-:b- e-rs '-I 
if: you AGREE with the statement (you f:eel it is TRUE) c 11 I 
i if: you DrSAGREE (you f:eel the statement is FALSE) c 2; I 
I if: you DON'T KNOW (you f:eel you CANNOT SAY) c 3. ' 
(READrNG AND LITERATURE STUDY continued ••• ) 
3.16 Most of: the books, poems and plays that we study at 
sohool are not enjoyable. 
3.17 Setwork lessons are boring. 
3.18 The works we have to study are irrelevant to our lives. 
3.19 It is pointless to study books, poems and plays that 
were written many years ago. 
3.20 I pref:er to study South African literature. 
3.21 Through studying literature, I have learnt some things 
about myself. 
3.22 Through studying literature, r have learnt about lif:e 
and human nature. 
3.23 Literature makes us think about what is right and wrong. 
3.24 Through reading and studying literature, I have learnt 
to write better myself:. 
4. LANGUAGE STUDY, 
4.1 Comprehens~on work has taught me to read carefully. 
4.2 Comprehension work has taught me to think about 
what I am reading. 
4.3 Comprehension work has taught me to express myself 
carefully. 
1 51 
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4.4 Comprehension work has not actually taught 
like a crossword puzzle, you can either do 
me anything - . 
it, or you cantt.---
~ ~" 4.5 Grammar lessons have helped me to write more correctly. 
N:::TE'E,: (;." "'''''' ,r- ",,...'' ""~ ... ":S ... ,:-th.-"'H I;k~ f.M-t:s a+ .spC.U.L. 'l)..."'I'o5,.," 1~/." .... ..sc:.:s: . i'rl<"J :t;~/ ; .. -f"rJj"",,+,v(. vC:I'L.!~ (P"'&t:'u!l 
"LrfU,.. rc.e"':"'+~ ~p_e£'h . ~~n~e. . ~, ,,,,- I t."$ i- ,VL- , .tt.. 
4.6 Through grammar lessons, I can now see what my teacher 
means when he corrects my oomposition errors. 
4.7 Grammar lessons repeat the same old thing year after year. 
4.8 Grammar is dif:f:icult. 
4.9 Grammar is seldom any use for exams. 
4.10 Language lessons have shown me how writers can manipulate 
people, how they can influence, trick, or persuade people 
into accepting their views. 
4.11 I have learnt to detect the purpose that lies behind 
dif:f:erent kinds of: writing. 
4.12 I cannot see the point of: summary work. 
4.1J Language exams are more entertaining than useful in 
testing what we know. 
~ 
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SECTION B: THE ENGLISH PROGRAMME IN GENERAL 
Here you must WRITE your answer. Please ~il1 your comment in 
where spaces are provided, and, if you can't fit it all in, write 
on the BACK of the page (but remember to write the question number 
down as we~~. if you do this). 
By the way, YES and NO answers are not much use to us. We need and 
really value your comments. So please give your REASONS for your 
answer in this Section and answer as FULLY a8 you can. 
Thanks again for al~ your help. 
~. What do you ~ike most about English? 
2. What do you ~ike least about it? 
152 
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' ---1 
i i 
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74 
,---, 3. Is your English teacher important in what you feel about 
English? Does he/she influence the way you fee~ about the subject? 
4. 
6. 
What makes a good English teacher? 
Do YOU think you are learning anything (never mind the exam 
results!)? Please explain. 
Does the work done in Eng~ish classes he~p YOUR use of 
English at all? Please explain. 
7. Does the Eng~ish programme help you with your other subjects? 
8. Do you do any work for English exams? Please clarify. 
,7..f, 
. , 
, 
.11. 
9. Do you worry about what might come up in an English exam? In 
other words, are you often dismayed to see what is in the paper?--
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10. HaTe you 1earnt anything about 1ife and peop1e in genera1 I!,' 
from studying Eng1ish? P1ease exp1ain. 
11. Have you 1earnt anything about yourse1f? P1ease exp1ain. 
12 . Do teachers of your OTHER subjects bother about your use 
of Eng1ish, especia11y your written work? P1ease c1arify. 
13. Are your parents concerned about your use of English? 
14. In terms of marks, is Eng1ish one of your better subjects? 
15. What improvements wou1d you 1ike to see in the Eng1ish 
programme at school? 
~ 
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9UESTION~AIHE 11 CaDIHI, OF 5ECT I ON 81 Opotn_ended l".t!lpon!tols 
1. Oral work Ot 
Discussions 
Dobatas 
Drama 
Writlng/ composltion work 
Reading 
02 
0) 
04 
05 
06 
Literature 07 
Poetry 08 
Comprehension work 09 
Language work 10 
It Is easier than other subjects. 11 
There I" 1059 memory work. 12 
Hore relaxed atmosphere, 1) 
Others 14 
2. Oral work 
Reading aloud 
Drama 
Writing/composition work 
l.iterature 
Poetry 
Comprehension work 
Language work/grammar 
Others 
J. Yes 
No 
Cannot say 
4. ~.n5. of humour 
Enjoys bis job 
Entbuelastic 
Friendly 
ReIn tas to tbe class 
Understanding 
Encouraging 
lntares t ed 
Helpful 
Patient 
Kind 
Lenient 
f1~ 
Impartial 
Open_in,t.rl 
An interest !n" p~r~on 
01 
02 
0) 
04 
05 
06 
07 
08 
09 
01 
02 
0) 
0 1 
02 
0) 
04 
05 
06 
07 
08 
09 
10 
11 
1 2 
1) 
" II 
1 ~; 
Innov a tive 
'1.11 organ i sed 
SUbject knowledge 
Reads well 
Communicat •• woll 
Explains ..... 11 
Involves the class 
Other~ 
,..,. c r "'>J h. 
17 
18 
19 
20 
21 
22 
2) 
2' 
~,. 
5. 51' ~ak/co"un"nlcat. bettor 
::i o I f_cont'1.<lunclil 
6. 
I~provQd voc~bulary/pronunciatlon 
nuad / compr.h.nd b.t t.r 
'.Irite/.xpro,j,S ~.lf bott.r 
Improvod ~peillng 
Use languOl/Ie more correctly 
Insl«ht into ho .... language works/is used 
Approciation of literature 
1I0w 0 ther~ vi .... It fe/ fe.l 
To U5e my irnagination (~.nsi tivity) 
Self-knowledge 
Opon-mintlodnQss 
CQraer conf idenco 
General knowledge of the world 
No 
Oth.rs 
• ::ipeaking improved 
Vocabulary/pronunciation improved 
Reading illlprovod 
General communication/self-expression 
Writing improved 
Spell ing i mprov ed 
LatLgua~e usage improved 
In~tght into literature 
Experionco of literature 
Clarity of' thought improved 
No 
Oth.rs 
7. Rendin« of textbook/source material 
Essay .... riting (discursive) 
Planning of work 
Analysing the t ask 
Logic/clarity of argument 
Corroctness of expre~sion 
~p.l l1ng 
Su mmar1sinl: 
HIstory 
Geography 
U101oBY 
Typ ina/ shorthan r1 
No 
O thnr:'l 
0 1 
0 2 
0) 
04 
05 
06 
"7 
08 
09 
10 
11 
p 
1) 
14 
15 
16 
17 
01 
02 
0) 
04 0, 
06 
07 
08 
09 
10 
11 
12 
01 
02 
0) 
04 
05 
06 
07 
08 
09 
10 
11 
12 
1) 
J 4 
Pa:c" ;'! 
OJ) 
OJ) 
M 
8, A lot 
Some 
A little 
Very 11ttle/nono at all 
Don't know wha t to do 
Se twork notes 
Languago revision 
Others 
9. Yes 
No 
Not "{"eally 
10. Insight into human nature 
Confron t a tion of values 
Different views on life 
Ntlw ideas 
General knowledge 
Cultural heritaGe/tr adit ion 
Open_mlndedno~s/tolerance 
Sympathy for people 
No 
Othen 
0 1 
02 
UJ 
04 
0 5 
06 
07 
08 
01 
O:.! 
OJ 
01 
02 
OJ 
04 
0 5 
06 
07 
08 
09 
10 
11. How my personality must a rrect other people 01 
To identify with others 02 
To be less pr8judlc~d 0) 
To value my own ideos 04 
~. lC-respect 05 
To improv ~ myselr 06 
Humility 07 
No 08 
Othors ~ 
12, About the way I express myself orally 01 
About my written expression 
HL!'Jtory teacher 
Geography teacher 
BioloBY teocher 
No 
Others 
IJ . Yo" 
No 
Cann o t s ... y 
~Iy <)f" ~l .ul'" 
).Iy re a ' ] t nr: 
0 .... ,. 
02 
OJ 
04 
05 
06 
07 
0 1 
02 
"J 
04 
0; 
.. 
l'a";l1 J 
14. Yes 
No 
Cannot say 
15. More orali'l 
Loss orul5 
~lora discussions/debates 
More drama 
Mo:r;-a reading 
~lore silent l'"eadinc 
~lore 'oI :r;- itinG' on stimulating topics 
Ho r e salf exp:r;-os s i o n 
~Iore projec t 'oI ol'"k 
~lore 1i t u ra ture 
Le9s literature 
No r \) l'"elevnnt Iltal'"ature 
No liter~tul'"e exams 
No Shake sp eare 
Less poetry 
!>Iore language work 
Less l anguage work 
Fun 8ramm o.r 
/>lore prac tical/ applied English 
Mo re guidance/teaching for results 
Leas crowded syllabus 
~maller classes 
~Io re indivtdua l attention 
!>lore group work 
More pupil participation in lessons 
!>I ore u s e o f audio-v isua ls /m e dia 
More out i ngs 
Oth e rs 
,..;" .,t, 
0 1 
U2 
OJ 
01 
02 
OJ 
04 
05 
06 
07 
08 
09 
10 
11 
1 2 
1J 
14 
15 
16 
17 
18 
19 
20 
" 22 
n 
, 4 
25 
26 
27 
28 
~, 
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APPENDIX 8.3.3 
TAKING A LOOK AT OUR ENGLISH PROGRAMME: Questionnaire 2. 
Dear CoU.eagues 
If we do not know where we are, we cannot plan where to go. To 
estab1ish both 1ocation and direction the best people to ask are 
those who teach and those who are taught the Eng~ish programme. 
156 
Thus, I ask your indulgence, amid marking and surviving, to complete 
as soon as you can the following open-ended questionnaire. A sample 
o£ your pupi1s has already been approached £or comment, which is why 
this is Questionnaire 2. 
The £indings wil1 assist me in a project £or Rhodes University 
ca11ed 'Evaluating an Eng1ish Department', which (trans1ated) means 
finding out where ve are and what we are actually doing in our 
teaching programme. 
I chose to do this project £or REAL reasons. Any Subject Head needs 
and wants to know what his colleagues honestly feel about the course 
on which his department is embarked. Are we nearing our objective? 
Or are we sailing in circles? Thus this survey is important in 
getting our bearings and planning future voyages. 
Only i£ your anonymity is entirely preserved can I take seriously 
what you have to say. There is nothing on this questionnaire that 
can identify you, but there are certain other precautions that I 
must ask you to take: 
1. Do not consult with each other. 
2. Please type your responses, or aek someone else to write 
them out, so I cannot be suspected of recognising your 
handwri ting • 
3. Please hand your completed responses to the school secretary, 
who has agreed to keep them there £or my collection. 
Remember, please be abso1utely £rank and candid, otherwise the 
entire exercise is invalidated. 
To sat you think~g, here are some of the factors that influence the 
operation of an English curriculum: 
1. the Cape Education Department (syllabi, prescribed texts, 
external examinations, Subject Advisors, various controls); 
2. the executive authority in the school (staffing, timetabling, 
class grouping, allocations, policy, budgeting,etc.)j 
3 . parents (aspirations, value-systems, support, cultural, etc.); 
4. co11eaguas teaching other subjects (co-operation, attitude,etc.); 
5. the pupi1s (ambitions, peer-group, priorities, motivation, 
interest, aptitude, etc.); 
6. the Eng1ish sta££. 
The English programme is the chie£ vehicle through which we make 
contact with the young individuals whom we teach. lfhat it does 
and where it goes is important. 
Thank you for your time and your caring. 
Page 2 
INSTRUCTIONS. 
1. Please answer on A4 or typing paper. Number your answers in 
careful accordance with the numbering system used below. 
2. Obviously, a yes/no answer is not much help without a comment. 
Please qualify your response~ as ~reely as you wish. 
J. Some of the questions cover several topics. Please try to 
address your reply to each issue mentioned. 
4. You may pref".er to omit some questions a1 together, to combUl9 
some of them, or to throw your weight onto certain questions 
at the expense of others. Please feel free to do this, but 
in your responses make it perfectly clear what questions you 
are handling, combining, or omitting. 
5. The more ground that each of you covers, the better balanced 
the total picture will become; the more that is omitted, the 
more blurred the result. 
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6. Your subject is the English programme at your school as it is 
currently operating, including syllabi, work schemes, the 
keeping of records, objectives (discussed and unstated)! policies 
(explicit and implicit), expectancies (overt and hidden), and 
actual practices. Whatever is relevant to the programme is 
relevant to discussion. 
QUESTIONS: 
1. Consider the Global Aims (paragraph 1) of the Cape Education 
Department syllabus. Read through the Goals of the different 
sub-sections. Oral Communication, Reading and Literature Study, 
Written Communication and Language Study. 
Are the aims and objectives of the syllabus-makers being met 
in our English programme at school? If not, where not and why not? 
2. Each English department has its own individual objectives related 
to the particular needs of the school. Some of these are 
clearly stated, others are implicit; some are written down, others 
are hidden in emphases, directions and attitudes shown. 
Are these local objectives being met in practice? Are some being 
quietly buried? Have other tacit one s taken their place? Ar e 
some ~ conflict? Please comment. 
J. Discuss whether the aspirations of the following are being 
rea1ised: the school executive; the pupils; the parents; the 
other staff. 
4. Is the programme static, archaic, rigid? Does it need to evolve? 
Is it out of step with the school and the pupils it purports to 
serve? How flexible is it? Comment on its present character 
and its potential for development. 
5. Do you find teaching this programme is inhibiting, frustrating, 
exhausting? Is it a source of anxiety? Or does it allow you a 
sense of achievement, security and freedom? Please comment fully 
on your reaction to working with the English programme . 
6. Does the Engl i sh programme allow you to develop as a teacher? 
What about n ewcomers to the English department, e.g . first year 
teachers? Can we grow professionally in what we do here? 
7 . How do we co-operate as a team? What about your co- operation 
with your other English colleagues? What is your assessment of 
the le adership role of the Subject Head? 
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8. Is the work load rairly distributed in the English department? 
Comment frankly upon the work load or yourself and your 
colleagues and how this impacts upon your teaching and morale. 
Remember the distinction between factors within the control 
or the Subject Head and those beyond his control. 
9. What is good about the English programme in this school? 
10. What is not right? Mention some changes that you would welcome. 
11. A final comment? For example, would you rather be teaching 
something other than English? 
THANK YOU AGAIN FOR YOUR TIME AND HELP. 
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TAKING A LOOK AT OUR ENGLISH PROGRA}~: Questi onnaire 3. 
FOR OFFICE USE ONLY : 
Dear Parents L- _ _ t E _'--'----13/ ~ 
With the permission or the Department or Education and the Principal, 
I am undertaking research on the topic of 'Evaluating an English 
Department' for Bubmission to Rhodes University in fulfilment of 
the requirements for the H.Ed. degree. 
As a practising English teacher and Subject Head, I am interested 
in rinding out whether what we set out to do is in ract being 
achieved. This cannot be ascertained purely from examination 
results or the pupi ls. Thus I have invited a sample or the pupils, 
all the teachers, and now you as parents to express opinions on a 
number of topics related to the English programme. 
The purpose or all this is to gather inrormation that will help the 
Subject Head and English starr to plan the ruture direction or the 
English department to the benerit or the children being taught. 
Thus I ask your indulgence to complete as soon as you can the 
followi ng questionnaire. 
Your anonymity and that of the school is guaranteed. There is nothing 
on any or the questionnaires tha t can identiry anybody - pupil, 
teacher, or parent. This is a paramount requirement of the research. 
Please then feel free to respond in an absolutely honest and frank 
manner to the questions below. Failure to do this renders the 
exercise worthless. 
Please address your completed questionnaire to the school Secretary 
in a sealed envelope for me to collect . Do not sign it, or put your 
name on it. 
I must also ask you not to consult with other parents but to give your 
own views. 
Your assistance is very greatly appreciated. 
rully 
R N Thorpe 
INSTRUCTIONS: 
1. Please ignore the numbered block. Tha t is for computer coding . 
Z. -A yes / no answer is not much help without a comm ent. Pleas e 
qualify your res ponses as fre e ly as you wish. 
). You may prefer to omit certain questions, or to treat some with 
more weight than others . That is fine, but obviously the larger 
the range of re s ponses, the clearer the picture becomes. 
4. If there is not enough s p a ce below, please continue overle af but 
reta~ the numbering system that I have used. 
MANY THANKS AGAIN . 
1. 
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Among the subjects that your child does at school, how 
importantly do you rate English? Please explain. 
160 
4 
o 
~ 
What do you expect your child to learn in English classes J I 
at high school? Please rank. your ideas in order of' pr..iority.~ 
J. 
4. 
6. 
Are you satisried with the English programme that your child 
is in ract rollowing at school? Please clariry. 
Are you satisfied with your child's marks in English 
exams? Please clarify. 
Give a very brief evaluation of the teaching of English 
as you see it in thi~ school. PLEASE - NO NAMES! 
Is your child casual or concerned about English? 
she spend enough time on it? Is there sufficient 
homework? 
Does hel 
English 
7. Do you think that the English programme at school has 
contributed to the broader education or your child? 
8. Are you concerned about the amount or type of reading that 
your child does at home? Please explain. 
9. Does your child's use of English out of school worry you? 
1 0 . Any rurther comments? 
6 
, I 
_7_ 
, 
'- - ' 
10 
; 
, 
, 
- --' 
12 
:1 
13 
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TAKING A LOOK AT OUR ENGLISH PROGRAMME, Interview questions. 
1. THE SCHOOL EXECUTIVE, Principal and (possibly) Deputy Princripa1s 
1.1 Does English have any special place in the policy of the 
school, or in its yearly objectives? 
1.2 Where would you rate English in the hierarchy of subjects 
offered at the school? 
1.3 Does the school have any specially English-orientated 
programmes? e.g. a time slot for silent reading; an English-
Acrose-the-Curriculum project, cross-curricular theme work, 
remedial English; immigrant English. 
Does the school bud~et for such things as: 
poetry periodicals (e.g. English Alive); a 
SACEE membership; reading laboratory (e,g, 
the school play; setwork tours; etc.? 
English Festivals; 
school newspaper; 
SHA); the library; 
1.5 What is the pupil-teacher ratio in English classes? 
1.6 Do you prefer to appoint English specialists or teachers who 
have English as a subject and will be active in other teaching 
areas as well? How many full-time English teachers are there? 
1.7 Are English teachers given any special privileges, e.g. extra 
free time for their marking and preparation load; less exam 
invigi1ation; remission from part of the extra-mural programme? 
1.8 How many classes dO~B each English teacher take? 
, 
1.9 Have any special··time-tabling arrangements been made to 
faci1itate English teaching, e.g. setting of a whole standard? 
1.10 Is the composition of class groups influenced at all by English 
department considerations? 
1.11 What do you see as the chief duty and concern of the English 
teacher? 
1.12 What special qualities would you sayan English teacher ought 
to have or cultivate? 
1.13 Are English teachers more expendable than others? 
1.14 Generally speaking, how well do English teachers compare to 
others in terms of promotability, achievement awards and 
seniority? Do they generally make good leaders? 
1.15 Is English a problem subject in the school in the sense of 
standards set and achievement attained by the pupils? Is there 
particular anxiety among the parents about the English work? 
1.16 Do you see a place for SG and LG English in the school? 
INTERVIEW/QUESTIONNAIRE: APPENDIX 8.3.6 Page 2 H2· 
2. TEACHERS OF SUBJECTS OTHER THAN ENGLISH. Subject Heads 
2.1 What areaS of overlap exist between your subject and English? 
2.2 Does the work done in the English programme assist you in the 
teaching of your subject in any way? e.g. summary, essay writing, 
group oral presentations. 
2.3 Do you ever work with the English department on cross-curricula 
projects? Do you see any potential in this idea? 
2.4. In project work, do you insist that pupils render their source 
material into their own words, or do you accept copying verbatim? 
2.5 Do you ever penalise pupils for using faulty or slovenly English 
in written projects or exams? 
2.6 Do you ever correct their faulty speech or written work? 
2.7 Are you satisfied with the standard of English used by your 
pupils? 
2.8 Do you see it as the English department's job to improve the 
standard of English used by pupils in the school? Is it their 
task alone? 
2.9 What do you Bee as the main job of an English department? 
2.10 Do you regard English as an important subject in the school? 
2.11 Can your pupils cop~ with the language used in their textbooks? 
If they can't, what do you do about it? 
2.12 Does your subject demand that pupils master a specialised 
vocabulary? Do you have difficulties in this area? 
2.13 Do your pupils really follow what they are reading? Is their 
ability to extract meaning from a pass .age and to grasp its 
essential arguments problematical in the teaching of your subject? 
2.14 Can your senior classes construct a clear written argument 
using the concepts that you have taught them? 
2,15 Do your senior classes have a critical awareness about what 
they are reading, or do they just accept it? 
2.16 Apart from errors, can your pupils articulate clearly what they 
want to say? Or do they fall back onto slang, analogies and 
"you knows"? 
